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ABSTRACT 
The purpose of this grounded theory research study was to better understand the 
experiences of emergent bilingual Cape Verdean Middle School students as they 
navigate internal and external borderlands. This study was conducted in an urban 
middle school in New England. Nine female, emergent bilingual Cape Verdean middle 
school students, participated in this study. This study was also completed with the 
assistance of the school district’s middle school language acquisition coach. The 
participants contributed to student surveys, focus group discussions, participant 
observations and member checking. All data was analyzed using coding and grounded 
theory, which lead to the development of theoretical constructs. 
This study documents some EB(emergent bilingual) students’ experiences and 
feelings pertaining to language, as well as their cultural, social, and linguistic identities 
while they navigate different linguistic and social worlds. In addition, this study 
documents how ideologies of linguistic superiority in different worlds or spaces can 
affect EB students’ sense of identity and connections to others. The evidence provided 
in this study is useful to help teachers, administrators, and anyone else involved in 
education to better understand some realities and challenges many EB students face, as 
well as how facing these challenges and differences can affect student’s sense of self, 
linguistic, and cultural identities. This study concludes that it is necessary for schools 
to work to form and create linguistic democracies.  
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CHAPTER 1: INTRODUCTION 
ITINERARY 
 
My origins: teacher, PhD candidate, and always as a student. 
 
For as long as I can remember, I have been a lover of language. I love stories 
and learning about characters – what makes them who they are and seeing how their 
stories play out. Given this love of language, it is perhaps ironic that as young student, 
I struggled with reading, due in part to my family’s frequent moves. I changed schools 
every few years and often felt behind my new peers. I am not sure if my struggle was 
strictly academic or if the source of my achievement gap was also social-emotional. 
What I do know is that as a new and shy student in an unfamiliar environment, I was 
unable to focus and learn, thereby creating gaps in my own education in comparison to 
many of my peers.  
Even though I struggled with reading, my parents filled my life with stories, 
reading aloud to my siblings and to me. When I was in the third grade, my father 
“tricked” me into reading on my own. We had received a new (or new to us) book 
series from my favorite aunt and uncle. The first book was Harry Potter and the 
Sorcerer’s Stone by J. K. Rowling. My father read the first half of the book aloud to 
me. I loved hearing the beautiful and unique names of people, places and things in the 
magical world the author created. The vivid descriptions, mystery and suspense had 
me hooked from page one. We got half way through the book, and then my father 
announced, “That’s it! I’m done reading. If you want to know what happens, you read 
it yourself.” Reluctantly, I did. I needed to know what would happen to the characters 
I had come to love. Many of the unique and beautiful names and words I felt confident 
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about already knowing from hearing them in my mother and father’s voices, and so I 
was not as worried about getting stuck on them or reading them wrong. New magic 
names and terms I knew were made up and, therefore, I felt good about pronouncing 
them however I wanted: They were made-up so I didn’t have to worry about saying 
them wrong… Right? My parents and J. K. Rowling gave me a gift that I want to pass 
on to my emergent bilingual students. I want them to see language, both written and 
oral, as living, not something static that they have to master. 
I started to feel comfortable and confident reading to myself in this magical 
and wonderful world the author had created. I finished the first book, immediately 
began the second, and continued all the way through the rest of the series. After years 
of fighting to even try reading to myself or aloud, I was finally excited and motivated 
to do it on my own. While spelling has and will likely always remain a challenge for 
me, I know the correlation between my reading and writing skills have developed over 
the years. I realized early on in my life that I wanted to become a teacher and share 
what I had learned with other students.  
As a teacher, I hope to help foster in students this love and enjoyment of 
reading. I understand both from the research and literature, as well as my own life 
experience the link between reading and literacy skill development.  For all the times I 
felt frustrated, shy and ill-equipped both academically and socially in my new schools 
and surroundings, I wanted to help other students who may be struggling in similar 
ways. While I have never myself experience school as a linguistic borderland, I do 
have an understanding of how it feels to be an outsider in a new school community. I 
hoped to use my own experience to help my students adapt, adjust and grow. 
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I have been teaching in my district for 8 years now. I have enjoyed many 
triumphs in the form of student’s success and achievements, as well as my own growth 
as an educator through experience and with all that my students have taught me. I have 
also struggled when I faced challenges with students, while advocating for students, 
and with the district and educational systems. Many of these struggles paralleled with 
the encouragement of the successes are what led me to peruse my continuing 
education, and eventually helped me to develop and design this research study.  
Beginning the Journey 
 I work in Clarkson, a mid-sized urban school district in New England. It was 
once a booming manufacturing town populated with mills and warehouses full of 
goods manufactured there, predominantly shoes and textiles. It was home to many 
blue-collar, working and middle-class families who played various roles in the 
manufacturing and industry there. Once production began to be outsourced to other 
countries, many factories and manufacturers had to close, leaving empty mills and 
warehouses, and the middle and working-class families had to move in search for 
work and new housing. Over the years, as these shifts have occurred, property values 
have gone down, lowering the property tax and revenues that were once much higher 
during the time of the booming industry and manufacturing. The remnants of these 
prosperous times are clear in many corners of the older city and in the municipal 
buildings, such as the beautiful City Hall, with its ornate tile and wood craftsmanship. 
There are a number of old homes in the area that are of the same era, of beautiful and 
solid craftsmanship, which have been maintained and often represent a long-standing 
family tradition in this community.  
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Unfortunately, there are also large areas where homes have not been well 
maintained, due likely to frequent owner turnover and lack of resources for such 
maintenance. Many homes, buildings, and businesses are vacant. Many of the groups 
of people who have gravitated toward this area are of lower socioeconomic status; 
many such families are living at or below the poverty line. Over the years, the city has 
also become a large hub for many immigrant populations, resulting in large 
communities of various cultures and languages. One of the largest cultural groups 
currently in the city is from Cape Verde. In fact, this city is home to largest 
community of Cape Verdeans in all of the US.  Having such large populations of 
language and culture groups have allowed for strong communities to develop within 
the city. Both official and informal programs and connections have developed to help 
support families and individuals upon their arrival to US within these language and 
culture groups. 
Having such large language and cultural communities has also allowed the 
school district to create unique approaches to ESL and multilingual education. With 
such large immigrants and non-native English-speaking groups, there have been entire 
school-based ESL programs created for native speakers of certain languages. By that I 
mean there are so many native Haitian speaking students, for example, that there is a 
whole elementary and subsequent middle school ESL programs housed within one 
school for predominantly native Haitian speaking students. Similarly, there is a 
program strand for native Spanish speakers, as well as a third and fourth for strand for 
native speakers of Cape Verdean Creole and Portuguese. This allows classes to be 
designed for students who share a common native or first language. Students are able 
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to be in classes with peers who often share their native language, or another common 
language other than English. This also means that many ESL (English and a Second 
Language) as well and SEI (Sheltered English Instruction) content classes, are taught 
by multilingual teachers, who share a second or third common language with the 
students.  
Most ESL programs are made up of classes with students of various mixed first 
and native languages. Clarkston’s structure, however, allows teachers to learn more in-
depth about a particular language and culture group with which they can connect their 
practice, rather than trying to learn bits and pieces about multiple languages and 
cultures that their students may represent.  The advantages that Clarkston’s English 
learners experience, however, are dwarfed by the challenges faced by many emergent 
bilingual students. These challenges frame the study and are introduces in the next 
section. 
The Problem 
 Students who are not native English speakers face many oppositional forces 
and ideologies, and stereotypes. They face shifting realities in the various communities 
of which they are a part, as well as pervasive messages on the television, news and 
Internet media. These students are in a constant state of transition; they move through 
and are repeatedly positioned between different (and sometimes competing) cultures 
and languages (Freire, 2000). This happens throughout a student’s typical day within 
schools, as well as after school out in their communities, among their friends and at 
home with their families.  
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 These students are experiencing a voyage, travel through a series of 
borderlands over the course of a single day. Anzaldúa explains, “A border is a diving 
line, a narrow strip along a steep edge. A borderland is a vague and undetermined 
place created by the emotional residue of an unnatural boundary. It is in a constant 
state of transition” (1987, p. 25). She explains the concept of borderlands first in terms 
of the border between her home country of Mexico and the United States. Where these 
two countries meet, yet remain divided, is the sharp edge. The borderland to which she 
refers is the conscious state of being in a separate psychological space, not completely 
feeling they belong singularly in either country. When one crosses this border from 
one country to the next they are not made whole by either, no longer wholly Mexican, 
and not wholly American either (Anzaldúa, 1987). For many non-immigrant students, 
there is a border between their home and the school, a change in the expectations of 
behavior and types of participation. Students who are coming to American schools 
from homes in which culture and language is different, however, face a much bigger 
boundary, a sharper edge. These students are experiencing an additional difference in 
language and culture, which other white American students are not. In this case, the 
emergent bilingual (EB) students are experiencing a very different borderland, not just 
the home and school boundary, but also the language and culture boundaries as well. 
Much of the dominant English language and culture values the English over all 
other languages, regarding those in this country who do not yet speak the language 
fluently as deficient in their language abilities simply. Meanwhile, the non-native 
English speaker is already fluent in one or more languages, and is in the process of 
developing another, a skill most members of the dominant English-speaking culture do 
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not typically possess themselves. Still, rather than seeing these developing 
Multilanguage abilities as skills and assets, many people view these non-native 
speakers through a deficit lens, as ELLs (English Language Learners). Deficit model 
thinking often leads to viewing an English language deficit as a manifestation of 
limited intellectual abilities, linguistic shortcomings, lack of motivation to learn 
(Valencia, 1997). This deficit view is highly problematic for both those being labeled 
as ELL, being labeled as deficient in English skills, and also by those doing the 
labeling. I prefer instead to use the term Emergent Bilingual, which frames students 
developing English and multilingualism as an asset (García, 2009). Such EB students 
whose first language is not English necessarily move between linguistic and cultural 
worlds.  This study seeks to understand the essence of that experience. 
Research Questions:  
The research questions for this study are as follows: 
1. How do EB Cape Verdean middle school students name and describe their 
different social worlds and their experiences moving between and among 
them?  
2. How does EB Cape Verdean middle school students’ constructed knowledge 
impact their ability to navigate among their social worlds? 
3. In what ways do social and political systems impact how EB Cape Verdean 
middle school students name, understand, and navigate within and among their 
different social worlds or borderlands? 
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Orientation to the Project 
To begin getting some answers to my questions I designed a qualitative 
research study, aimed at understanding the essence of some of my students’ 
experiences as they navigate language use and their feelings as they apply to their 
multilingualism. My theoretical framework for this study is critical constructivism. 
Critical constructivism is a unified theory where all dimensions of theoretical work in 
education, epistemology, cognition and ontology fit together and are systematic in 
their relationships (Kincheloe, 2008). My theoretical framework is explained in 
greater detail in chapter two.  
Originally, I chose to do the study using the transcendental phenomenology 
paradigm. I believed, as I still do, that it is important to address that what I am 
studying and trying to understand is a phenomenon, which I myself as a native speaker 
of English in the US have not experienced. I believe it is important as an ESL teacher 
to try to understand my students’ experiences and realities as best I can. However, 
because this is not an experience I have had, I am interested in trying to understand 
and describe the essence of these experiences both for myself and to share with others.   
I chose to invite my current and former ESL students to participate in focus 
groups, after school. Prior to the group meetings, I asked the student participants to 
individually fill out study surveys I had designed asking them about their language 
use, language experiences, and experiences both inside and out of school. Over the 
course of the month in which I conducted the focus groups after school, I was also 
doing participant observations in some of the shared spaces the students had within the 
school. These are spaces in which they were in class or spending time with other 
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students some of which are also multilingual, and other monolingual English-speaking 
peers.  
Through my data analysis, I realized the coding and analysis I was naturally 
doing was really grounded theory (Urquhart, 2013). I was finding important ideas that 
were emerging from the data through my analysis. I found these ideas were emergent 
themes that were repeating and leading me towards valuable key constructs. Thus, 
while transcendental phenomenology shaped my thinking in the early stages of my 
research, I conducted my study as grounded theory. 
Rationale 
Teachers such as myself who do not share the same race, class, or ethnicity and 
who have not shared the experiences of their EB students who daily navigate these 
different and complex linguistic and cultural worlds, are unlikely to fully comprehend 
the difficulty and challenges facing these students. As their teachers, we need to 
understand our students and the realities they are facing in order to best help them to 
grow and be successful. This study, therefore, is aimed at helping teachers, 
administrators, and anyone else involved in education to better understand some 
realities and challenges many EB students face.  This study also aims to better 
understand how facing these challenges and differences can affect a student’s sense of 
self, linguistic, and cultural identities.  
In addition to the insight this study provides to teachers, it fills a gap in the 
literature: The majority of (limited) research in this area has been done with Hispanic 
and Spanish speaking students, a very different language minority. This language 
distinction makes for differences on multiple levels – one being that Spanish is a 
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language with a written form. While the dialect may vary depending on its speakers’ 
location of origin, there is still an agreed upon written language system.  
This is different from many Creole languages, which do not necessarily have 
an agreed upon written system. Such is the case with Cape Verdean Creole. Some 
people in the country of Cape Verde are working on creating a finalizing a written 
system, but there is not yet one taught in schools. This means that many Cape Verdean 
immigrant students are either developing literacy skills for the first time in English, or 
they may have begun to develop literacy in Portuguese, a second language which was 
also not their native language, and they are now continuing to develop these literacy 
skills in a third language as they are simultaneously learning that language at the same 
time. This adds a level of complexity to language development not necessarily 
represented in much of the previous research done with Spanish speaking EB students. 
To my knowledge, there is not much research of this kind done with Cape Verdean EB 
students. This research is aimed at adding to the literature on Cape Verdean Middle 
school students.  
Limitations and Delimitations 
The population to which this study pertains is very specific: Cape Verdean 
students in this particular middle school.  The results of this study may not be 
generalized to other language minority groups, because individuals vary greatly based 
on their language and linguistic histories and experiences.  
While some may see the relationship of the researcher as the participant’s teacher as a 
limitation, arguing the students may want to appease the researcher by providing “the 
correct answers,” it is my understanding this is neither the case nor a concern.  In 
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order to make participants feel comfortable enough to have the necessary discussions, 
which could make them feel vulnerable, it is important that the researcher is someone 
they know and feel comfortable with.  Being the participants current or former teacher 
means we know each other well enough that the students have a certain level of trust 
in me to feel confident in speaking about their emotions and possible vulnerabilities 
these topics may bring up. 
Project Blueprint 
 The following study was an adventure with twists and turns; some I was able 
to anticipate and even embrace while others took me by surprise. My conversations 
with middle school emergent bilingual students about complex feelings and 
relationships centered around language use in specific spaces and worlds, inside and 
outside school, lent themselves to detours.  
 In Chapter 2, I explore important literature that has informed my research and 
this study. I start by describing and orienting my theoretical framework for this project 
in the relevant literature. I then review literature pertaining to the theories of 
borderlands, navigating worlds, constructed identities and oppression, and 
translanguaging.   
 In Chapter 3, I describe the choices I made that led me to design my research 
study. This includes my rationale for choosing qualitative research, as well as the 
design of the survey, participant observations and focus groups. I provide a description 
of the site and context for the research study, as well as a description of the 
participants. I also explain the processes of participant selection and procedures for 
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gaining participant consent, as well as the procedures of data collections, coding and 
analysis.  
 In Chapter 4, I describe my analysis, using grounded theory and the findings 
and constructs as they emerged. I begin with an introduction and chart explaining the 
structure and scaffolds of the three constructs. I then build the analysis from the 
concrete data to the repeating ideas, emerging themes, and the more abstract 
constructs as they developed. I also provide additional literature to support each of the 
constructs. 
 In Chapter 5, I summarize my findings, providing a theoretical narrative that 
describes how the research and analysis addressed each of the research questions. I 
then discuss the implications for this study on future program development and 
integration in schools, as well as encouraging the development of linguistic 
democracies. I then discuss conclusion for this study, within a quasi-comparison of 
two school sites. I conclude the study by suggesting opportunities for further research 
and discussion around developing linguistic democracies in schools.
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CHAPTER 2: REVIEW OF LITERATURE 
LITERATURE REVIEW 
 
Migration has always been part of humanities’ experience (Sjaastad, 1962). 
Some migrations are more dramatic and consequential than others, but they all have 
something in common: they come with issues of transition. Whether one is moving 
from one city to another, one job to another, or from one country to another, all these 
changes will require transition from an old setting and context to a new one. Typically, 
people still feel a connection and identify with the old as they are transitioning into 
their new reality. Many feel those connections to both; the new and the old become 
aspects of their constructed identities.  Students go through periods of time when they 
feel they lack a sense of belonging to certain groups. Often with time the lack of 
belonging may change; students may become an accepted member or decide they do 
not need or want membership. 
As EB and language minority students in the United States move through their 
day, they consciously or unconsciously attend to at least three processes: thinking, 
speaking, and communicating. Thinking is internal and in that sense individual; it can 
happen in multiple languages and through connections to all kinds of personal 
histories, experiences, and knowledge. Thinking is not something that can be 
quantified, seen or heard by others. Speaking is when one chooses languages and 
language structures with which to vocalize their ideas, needs, questions, and utterances 
for others to hear. This can happen in multiple languages. Lastly, communication is 
how one expresses ideas, concerns, questions, thoughts, ideas and messages for others 
to comprehend. This can be done through speaking, but also through multimodalitites 
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(such as gestures, symbols, visual cues, touch, sound, actions and so on) often 
communication requires a combination of both (García, 2014).  It is important to 
understand that all three of these processes are valid means of meaning making anyone 
can use to share knowledge. Even if two people do not share a common language, or if 
their shared language is limited, there are always means to share what one knows with 
the other through various means of communication besides simply speaking. Use of 
multimodalitites and changes in communication styles are tools many EB students use 
when navigating different linguistic, social and cultural worlds.  
The transitions many EB students go through include navigating spaces with 
different dominant languages and ideologies attached to those languages. Such spaces 
include their ESL classrooms, mainstream English-only content classes, lunch, and 
specialist classes (Music, Art, Physical Education, Technology Education). These 
spaces can leave students feeling that their cultural, family and peer connections or 
identities are in contrast with how they themselves identify at various times. Students 
may feel their identity is under construction, changing throughout the course of a day 
as they interact with different groups of people, some of which they may feel they 
share commonalities with, and others they may feel distant from. While they may feel 
their identity is in line with a certain group in one context, then find it is in conflict or 
contrast with others at different times or spaces. This study aims to better understand 
the experiences of EB and language minority students as they navigate these 
transitions.  
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Theoretical Framework 
 
This study is viewed through the critical constructivist framework as it aims to 
better understand the transitional realities EB students face and exist within on a daily 
basis.  In the discussion that follows, I first examine constructivism; then I consider 
the strand of critical constructivism.  
Constructivism is a theory about learning and knowledge, which describes both 
what “knowing” is and how one “comes to know” (Fosnot, 2005).  This theory 
encompasses not only academic knowledge, but also social perceptions. Students often 
create their own ideas or knowledge of the groups or communities they choose to join 
(or not join). The students’ constructed ideas about groups are based on the 
individual’s perception of those groups, their thoughts about the members within those 
groups, and the individuals’ own self-perception. Ultimately one’s self-perception in 
relation to one’s perception of the essence of the social group will help in the decision 
making as to whether or not to seek membership in particular communities. The 
potential communities include school, home, cultural communities, classes, social 
groups and the American popular cultural at large.  
The constructivist theory describes knowledge not as truths to be transmitted or 
discovered, but as emergent, developmental, nonobjective, and viable explanations by 
humans engaged in meaning making in cultural and sociocultural communities of 
discourse (Fosnot, 2005). EB students make meaning of new spaces and contexts, as 
well as language used within that space by looking for connections that can be made to 
their prior knowledge. On one hand, EB students often feel strong connection to those 
in their households, their neighborhoods, from their home countries, all who share 
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their native language and culture. Many EB students value words, phrases, religious 
and cultural ideas, and images that hold a shared meaning to those in the communities 
that also share their native language and culture. On the other hand, there is much anti-
immigrant sentiment, and anti-language minority use perpetuated in the media at large 
which can influence the way students feel about their home culture and language. 
These messages can also ultimately affect ways in which these students choose to use 
their language, and even effect the way they associate with certain groups.   
According to the constructivist paradigm, knowledge is collectively 
constructed from experience and interactions of individuals with others and with their 
environments (Lincoln, Lynham & Guba, 2011). These outside perspectives can 
influence these ideas, but ultimately students form their own opinions often based on 
popular ideas about groups as well as cultural, family and individual values, as to 
whether or not they want to seek membership.   
Lincoln, Lynham & Guba (2011) state, “We believe that a goodly portion of 
social phenomena consists of the meaning-making activities of groups and individuals 
around those phenomena” (p. 116). In this study, the phenomena are the ways students 
name and navigate their social worlds and borderlands. Lincoln, Lynham & Guba go 
onto explain “The meaning-making activities themselves are of central interest to 
social constructivists and constructivists simply because it is the meaning making, 
sense-making, attributional activities that shape action (or inaction)” (p. 116). EB 
students make decisions about which groups to join at specific times intentionally and 
with reason. These decisions are made consciously by the students because of their 
beliefs about the worlds and groups around them. Also, the decision may be based on 
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the groups or communities’ members with whom they share relationships and 
commonalities. These decisions to align with one group or another are not made 
without implications or repercussions. This study explores how EB students 
understand the dynamics of these situations and how they decide to proceed. This 
study aims to understand their navigation, and the decisions and actions they choose to 
take as result of their meaning making.  
Learning from the constructivist perspective is a self-regulatory process of 
struggling with conflicts between what one already knows of the world and discrepant 
new insights (Fosnot, 2005). Constructing new representations of reality, as well as 
meaning-making, occurs with culturally developed tools and symbols, and further 
negotiating such meaning through cooperative social activity, discourse, and debate in 
familiar communities (Fosnot, 2005). These beliefs and ideas are constructed based on 
students’ knowledge of those worlds and the implications of memberships in and 
among them. The more their English language and social fluency develops the more 
they are learning about these mainstream and Americanized communities and groups 
around them. Often the beliefs and ideas of the dominant Americanized communities 
can be in contrast to those beliefs EBs have constructed with influence of their familial 
and cultural community.  
According to critical constructivist theory, the world is not only socially and 
historically constructed, but so are people and the knowledge people possess 
(Kincheloe, 2005).  This is a reciprocal process in which individuals are shaped by 
their experiences; they, in turn, shape the experiences of others. Ideas can be 
perpetuated about certain groups of people based on one person’s experience or 
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interpretation of an experience, which is then shared with others, in turn shaping their 
experience. This could happen in a positive way in which individuals may open their 
thinking and ideas about different groups, or negative assumptions and generalities are 
may be made about people or groups of people who are in some way different than 
oneself.  
As previously stated, individuals learn about the world around them and their 
relationship with it through their interactions and connections to it.  Connections may 
be easier or feel safer to make with individuals whose reality, culture, language, and 
experiences are similar to one’s own.  We operate and construct our worlds and our 
lives on a particular social, cultural and historical playing field (Kincheloe, 2005).  It 
may be difficult and take more time to develop connections to others whose reality 
and experiences seem very different. My study explores the process through which 
EBs make connections and meaning in the different contexts in which they find 
themselves, and how they navigate these spaces and interactions with others.  
Critical constructivists are particularly interested in the ways roles of power construct 
and validate certain processes to help privilege some people and marginalize others 
(Kincheloe, 2005).  All knowledge and ability arise in the context of social activity 
and all learning is co-constructed (Walqui, 2006).  Thus, group interactions are 
necessary for all learning processes. Thus, when non-Native English speakers, 
language minorities and EBs are excluded from membership in certain social groups, 
they lose out on learning opportunities.  
Language and home culture are two factors that can exclude EB and language 
minority students. There are additional sociocultural and political factors playing key 
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roles when it comes to exclusion of certain communities and groups of people. Three 
of these important factors Bourdieu (1986) describes as forms of capital, accumulated 
sources of agency, which also account for part of membership into certain groups and 
exclusion from others.  The first is economic capital, which, according to Bourdieu 
(1986), is immediately convertible to money and can be turned into property rights. 
This form of capital directly affects where many immigrants, EBs, and minorities of 
low economic status live (Kao & Rutherford, L. T., 2007). Typically, these are poor 
urban cities and neighborhoods, which in turn mean the students will likely be 
attending poorly funded public schools. This determination of location and school 
attendance connects to the next form of capital.  
 The second form of capital according to Bourdieu (1986) is cultural capital, 
which he says is convertible under certain conditions into economic capital, which 
may be institutionalized for educational qualifications. Cultural capital refers first to 
the existence and membership of different social classes. Bourdieu argues that cultural 
capital also explains the unequal scholarship achievement of children from different 
social classes by connecting academic success to specific profits children can obtain in 
the academic market, given their social class standing (1986). The higher an 
individual’s class standing, the more profitable the academic opportunities will be 
available to them, which in turn can maintain or increase their economic capital. If one 
does not have a certain level of cultural capital, or economic capital, it may be very 
hard for them to access the same academic opportunities, e.g., college and other post-
secondary training.  
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 The third form of capital is social capital, which Bourdieu (1986) describes as 
being made up of social obligations and connections that can be converted under 
certain conditions into economic capital. As Alejandro Portes states “Bourdieu’s 
treatment of the concept, in particular, was instrumental, going as far as noting that 
people intentionally built their relations for benefits that they would bring later” (2000, 
p. 2). Members of the dominant White American community are at an advantage, 
having the dominant language and culture as their birthright, which they may be able 
to use in order to more easily make connections and relationships. As Portes (2000) 
goes on to explain, most recently arrived foreign groups depend heavily on their 
networks, community and bonds of solidarity to adapt and move in American society. 
This can make it very difficult to accumulate enough capital to move from one social 
class or level of economic or cultural capital to the next because their community and 
networks typically consist of other individuals from the same culture, which, while 
helpful in maintaining their cultural identities, will not likely assist them in making 
quick connections outside of this community with members of the dominant groups.  
This kind of social capital will take much longer to acquire. First one must acquire the 
language, then a knowledge and understanding of the cultural norms and values, 
followed by the economic capital to get them close to making connections with 
individuals in the dominant social communities. This process can not only take years 
and possibly generations, but also requires an individual to give up more of their own 
native or heritage culture in order to identify more closely with the American culture. 
Bourdieu’s work also focuses on the relationship between identity and symbolic power 
(as cited in Norton, 1997).  
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Bourdieu argues that the value ascribed to speech cannot be understood apart 
from the person who speaks, and the person who speaks cannot be understood 
apart from larger networks of social relationships—many of which may be 
unequally structured. His position is that the linguist (and I, would argue, many 
applied linguists) take for granted the conditions for the establishment of 
communication: that those who speak regard those who listen as worthy to 
listen and that those who speak as worthy to speak. (p. 410-411) 
Mastery and use of language represent power -- both for those who speak the language 
and for those who listen. Norton’s (1997) idea is that for one to use a language to 
converse, they are also communicating that the person to whom they speak is worthy 
and worth communicating to. If not, they would not make the effort to do so. It also 
means that the person who is doing the listening must find the person who is speaking 
to be worth listening to, otherwise they do not, and the communication does not have 
value.  
This is where much power comes from: the listener must find the person 
speaking to have important and valuable enough information, and respect the way in 
which they are communicating it (the language) enough to want to hear and consider 
what the other has to say. Without the language, in this case English, to communicate 
with those of the dominant group, and individual does not possess much power within 
that group. Bourdieu explains that if learners of English cannot claim ownership of a 
language, they might not consider themselves legitimate speakers of that language (as 
cited in Norton, 1997). If they do not feel confident in their English language abilities, 
and do not feel a level of ownership and mastery of the language, they likely cannot 
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use the language in a powerful way for themselves. These exclusions can happen 
because of a limitation of common language with which to communicate, or by 
silencing one who could communicate but may choose not to because they feel 
deterred or excluded by the assumptions and associations they feel are being made 
about them because of their membership to a group or community viewed as other by 
those who are part of the dominant discourse or conversation.  
These forces used for exclusion are often based also on sociocultural and 
political forces; language is often just used as an additional exclusionary factor. As 
cited in Norton (2006) Bourdieu suggests that language cannot be understood separate 
from larger networks of social relationships. These relationships can be forces to either 
include or exclude certain communities or minorities. Views of different languages 
and assumptions about the speakers of those other languages are often learned within 
schools. Schools themselves often function as conduits of the dominant society’s 
views and ideas. As Walter D. Mignolo points out, “As a sociologist interested in 
education, Bourdieu understands the paradox implied in the process itself: ‘if we are 
not educated, we cannot think much at all, yet if we are educated we risk being 
dominated by ready-made thoughts” (2000, p.261). Education itself is political, it 
comes with rules and ideas about power, who has it, who doesn’t and why.  
Critical constructivism takes the understanding of social construction and adds 
critical theory to the mix (Kincheloe, 2005). Critical theorists are concerned with 
exaggerated roles that power play in construction and validation processes, and 
particularly how these processes help privilege some people and marginalize others 
(Kincheloe, 2005).  Power is always present in all contexts; it is just a matter of which 
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context we are in that determines who has the most power at a given time. In the home 
it is typically the adults there, whether those adults at predominantly English speaking, 
or speakers of another language. In schools those with the most power are the adults, 
who are typically English speakers, followed by the students who are dominant 
English speakers. EB students need to navigate through different social and linguistic 
contexts in which the dynamics of power shift depending on the dominant language, 
and speakers of the dominant language in each context. The language dependent 
power dynamics differ for example from EB student’s homes and their English 
language dominant school. These dynamics change again within their ESL class 
verses their mainstream math classes. The language and power dynamics vary also 
when in mixed company of speakers of different languages, but within the context of 
say the school cafeteria, which may have a more flexible language space. Changing 
linguistic contexts multiple times over the course of a day requires careful navigation 
by the EB students.   
According to Kincheloe (2005), individuals are often unable to discern the 
ways in which their environments shape their perception. This is because one’s 
constructed understanding of our surroundings is our initial conscious awareness of 
the context. The development of modes of analysis that expose this complex process is 
very important in critical constructivist efforts (Kincheloe, 2005). This is where the 
terms “critical” and “constructivist” merge to form the theory of how individuals make 
sense of their realities in relation to the power structures at play in different settings 
and spaces. As Joe L. Kincheloe (2005) states “Critical theory is concerned with 
extending a human’s consciousness of himself or herself as a social being in light of 
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the way dominant power operates to manage knowledge” (p. 10). Language, language 
use, and communication are vehicles for power in all societies, including the dominant 
English speaking, mainstream American culture. According to Mikhail Bakhtin (as 
cited in García & Wei, 2014), language is inextricably bound to the context in which it 
exists and is incapable of neutrality because it emerges from actions of speakers with 
certain perspectives and ideological positioning.   
Another important part of the theoretical frame for this study is Gloria 
Anzaldúa’s Borderlands theory. According to Anzaldúa, emergent bilingual students 
exist in constantly shifting borderlands.  In her semi-autobiography, Borderlands/ La 
Frontera, Anzaldúa (1987) establishes the border between Mexico and South Texas as 
a metaphor for all types of crossings: geographical boundaries, sexual transgressions, 
social dislocations, and the crossing necessary to exist in multiple linguistic and 
cultural contexts (p. 6). According to Walter D. Mignolo  
 The interrelated phenomena of globalization and migration have served to 
highlight the borders in relation to the territory, not just the territorial borders 
of the nation-state but the existential conditions of migrants who are always 
dwelling in the borders, where they reside…” (2000, p. XV). 
Thus, borderlands exist not only as a physical space represented by geographical 
boundaries but also as psychological spaces in the mind where one both copes with 
and makes sense of the differences which geographic boundaries represent. Anzaldúa 
explains it this way: It is as if the brain in split into two functions and so is the reality; 
thus, people who inhabit both realities are forced to live in the interface between the 
two, forced to become adept at switching modes (1987). This interface between two 
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realities and minds is what Anzaldúa refers to as la mestiza, a third element of new 
consciousness, which constantly has to shift out of habitual formations for different 
purposes of thinking, analyzing and rationalizing, “The new mestiza copes by 
developing a tolerance for contradictions, a tolerance for ambiguity” (1987, p.101). 
Anzaldúa argues that living in the borderlands between two groups creates an 
additional space between cultures and social systems in which elements from both 
mix, neither consuming the individual but rather combining in unique and unexpected 
ways (p. 6). The individual is making connections both to their native or home culture 
and language, while also making connections to their additional or second language 
and culture.  
Anzaldúa (1987) explains that the borderlands can be scary and painful, but 
also exciting, full of new opportunity and growth. She explains that many EB students 
feel caught in this psychic borderland space between their home culture, language and 
community identity and that of the institution of public schools in America.  This 
psychic space can be painful because they are often sent negative messages about their 
home language and culture.  These negative messages come from the media as well as 
individuals (both student and faculty) within the school institutions themselves.   
Yet this borderland crossing can also be exciting, generative, and full of opportunity 
for them to grow, as they are educated in social and academic English. While learning 
the language, EBs are also gaining insight into aspects of dominant American culture.  
This can provide them with more educational and career opportunities here in the 
United States. EB students must use such mestiza consciousness as they are navigating 
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multiple borderlands not only between their home and the school but within schools as 
well. 
Review of Literature 
 
 Despite the reality that EBs vary tremendously in age and country of origin as 
well as linguistic, cultural, and educational background, many inclusion efforts have 
resulted in a one-size-fits-all approach to instruction (Harper & de Jong, 2009).  
Among the various gaps in program design and implications, these programs often do 
not address specific social or emotional needs of EBs.  This is particularly important 
as they establish an academic and social identity as they move between linguistic and 
cultural worlds.  
Navigating worlds  
Most immigrant populations are oppressed by the dominant American culture 
and its ideologies due, at least in part, to their non-native English-speaking status.  
When individuals begin to learn the language and culture of America, they often feel 
divided, like they must give up parts of their home culture and language to become 
Americanized.  According to Freire (2000), these oppressed groups suffer from 
duality, which has established itself in their innermost being (p. 48).  The duality 
stretches between their home language and identities and the new Americanized 
version.  
The transitioning process from ESL and bilingual education into mainstream 
regular education often leaves students in an additional borderland.  As Anzaldúa 
(1987) describes, “A borderland is a vague and undetermined place created by the 
emotional residue of an unnatural boundary.  It is a constant state of transition.  The 
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prohibited and forbidden are its inhabitants” (p. 25).  These students are legally 
entitled to be educated but they are also prohibited and forbidden because they are not 
of the American culture: they are not native speakers of the dominant language and so 
cannot be true members of its community.  As Anzaldúa states, “In childhood we are 
told that our language is wrong.  Repeated attacks on our native tongue diminish our 
sense of self.  The attacks continue throughout our lives” (p. 80).  Non-native English 
speakers are sent such negative messages from the media, members of the dominant 
American culture, and members of the school community itself.   
Another potential force many EB students face when trying to successfully 
navigate and negotiate within borderlands is what Ogbu (1992) refers to as secondary 
cultural differences. These are differences that arose as results of two populations 
coming into contact, or after members of a given population began to participate in 
institutions such as schools, which are controlled by the dominant group (Ogbu, 
1992). Minority and EB students will still remain members of the “other/outside” 
group, not that of the dominant English-speaking group. Acquiring and using the 
English language in schools presents a large obstacle that can undermine EB student’s 
ability to navigate and negotiate their borderlands. The use of this dominant English 
language puts them closer (but not as an equal member) to the dominant group, while 
also pulling them from their home and first cultural identity. Many EB students must 
choose which group to align themselves with in school, which is dominated by the 
English-speaking majority. This reality creates a space, which is typically different 
and is often in conflict with their home, community and cultural identities. In his book 
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Local Histories/ Global Designs: Coloniality, Subaltern Knowledges, and Border 
Thinking, Mignolo (2000) states; 
Lives on the border (De Vos 1994) are conceived and experienced in and from 
different perspectives: either as the authenticity of the native cultures being 
harassed by globalization or as the authenticity of the North Atlantic (or 
Western) culture either in danger or still in its triumphal planetary march. The 
celebration of bi and pluri languageing is precisely the celebration of the crack 
in the global process between local histories and global designs, between 
“mundializacion” and globalization, from languages to special movements, and 
a critique of the idea that civilization is linked to the “purity” of colonial and 
national monolanguageing. (p. 250) 
English language as a priority is obvious in schools in the United States; 
unfortunately, it often comes with the messages and implications of its superiority 
over other languages and cultures. This sentiment often also follows students outside 
of school while surrounded by the dominant Americanized culture. Reprieve can be 
found in their homes, social circles, and cultural comminutes. Safe spaces and times 
for integrating, encouraging and sharing EB student’s multilingualism must be 
purposefully created within schools or other dominantly Americanized spaces 
(Valenzuela, 1999).  
Constructed identities and oppression 
Constructed identities refer to the sense of identity or kinship individuals create 
through connections and associations. The connections and kinship one may feel are to 
their own understanding and knowledge of their reality or world they are surrounded 
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by. This includes knowledge they have about the culture of a certain community and 
context; whether that context is a classroom, a school, a country or a home. One’s 
constructed identity may shift and bring to the surface or highlight certain facets of our 
identity that match most closely to context within which we find ourselves at any 
given time. At other times, these aspects of identity may once again move and shift 
(but are not eliminated) so that other aspects may be highlighted or brought to the 
surface in order to reflect the shared values or ideas within a different context.   
According to Norton (2006), a sociocultural conception of identity conceives 
of identity as dynamic and constantly changing across time, places and space; a 
recurring idea throughout much of the research on identity and language learning is 
the theme of “transition.” As EBs move between spaces and places such as those 
dominated by the monolingual English and Americanized ideas, certain elements of 
their constructed identities may be most beneficial to highlight. In other contexts, 
however, such as in their multilingual dominated communities or homes, they will 
likely transition to shift and highlight other assets of their constructed identities.  As 
Norton states “Most researchers note that identity construction must be understood 
with respect to larger social processes, marked by relations of power that can be either 
coercive or collaborative” (2006, p. 3). While navigating different contexts and spaces, 
one must recognize and understand which is the culture of power in that space, and 
how this reality will affect them and their identity as they transition or navigate 
through.  
As Yuval- Davis (2006) describes, “Social divisions also exist in the ways 
people experience subjectively their daily lives in terms of inclusion and exclusion, 
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discrimination and disadvantage, specific aspirations and specific identities” (p. 198). 
Such students negotiate constructed identities and their corresponding borderlands 
throughout the course of a single day.  They may feel they belong within one group, 
while facing the consequence that belonging to that group excludes them from 
another.  For example, socializing with students who share their native language likely 
excludes EBs from the dominant language group.  Likewise, their identification with 
the dominant language group makes them a minority, positioning them at a 
disadvantage in many ways within the context of both schools and the dominant 
American culture and ideology.  
Cultural-historical perspective versus cultural traits model 
It is important also to remember that identity is not tied strictly to one culture 
or language. Often EB students may feel they identify partially, or at different times 
differently culturally, linguistically based on their context or the space in which they 
find themselves at that particular moment or based on their own history.  One way to 
do that is to use what Kris D. Gutierrez and Barbara Rogoff (2003) refer to as a 
cultural-historical approach.  
We believe that a cultural-historical approach offers a way to get beyond a 
widespread assumption that characteristics of cultural groups are located 
within individuals as “carriers” of culture—an assumption that creates 
problems, especially as research on cultural styles of ethnic (or racial) groups 
is applied in schools. (p. 19) 
This approach aims to understand commonalities of experiences for people who share 
cultural backgrounds, without assuming that everyone of that culture has had that 
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exact same experience. According to Guitierrez and Rogoff (2003), these experiences 
are often misconceived to be “traits” of a particular culture and assumed that everyone 
in that culture therefore shares that particular “trait.” The intent of the cultural-
historical approach is to understand what commonalities many cultures share, in order 
to have ideas about the cultures as a whole, and to understand that certain EB students 
from a given cultural background may share some of these commonalities. It is 
important, though, not to assume members of a cultural group share all practices and 
beliefs simply because they share a cultural the background.  
As individuals grow and develop, they interact with different groups and 
cultures, learning about and from one another. EB students are themselves individuals 
and experience the same types of growth and interactions with and between groups 
and cultures. These changes and developments enable them to make new relationships 
with other communities, as well (Guitierrez & Rogoff, 2003). Thus, the cultural 
approach is to looks for patterns in people’s practices or responses to given situations, 
without making claims about individual’s reactions because of their cultural or 
minority status (Guitierrez & Rogoff, 2003).  
Making assumptions about EBs and other individuals based solely on their 
membership, background or association with a certain culture, language or group can 
lead to many false assumptions and deficit thinking. One could be missing the many 
assets an individual is bringing with them simply because they are dismissed due to 
false and misleading deficit model assumptions. The cultural traits model can also 
perpetuate stereotypes and negative falsehoods within the classroom, school itself, and 
the dominant culture and media. To gain sociocultural consciousness and in doing so, 
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prevent perpetuation of negative stereotypes, teachers need to understand their own 
sociocultural identities and recognize the intricate connection between schools and 
society (Villegas & Lucas, 2002).  
Internalized oppression 
When switching from one environment and context to another, students must 
often choose certain layers or aspects of their identities to highlight in order to fit 
themselves best within that context.  These aspects include social norms and identity, 
gender norms, and language use.  From the moment they walk out their door, most EB 
students leave their familiar home culture and must move through a psychic 
borderland space in attempts to fit in to the Americanized culture, no longer belonging 
completely to either context.  They will likely never be fully assimilated or considered 
Americanized by the actual dominant culture.  Freire (2000) describes this experience 
in this way: 
They are at one and the same time themselves and the oppressor whose 
consciousness they have internalized. The conflict lies in the choice between being 
wholly themselves or being divided; between ejecting the oppressor within or not 
ejecting them; between human solidarity or alienation; between following 
prescriptions or having choices; between being spectators or actors; between acting or 
having the illusion of acting through the action of the oppressors; between speaking 
out or being silent… (p. 48) 
EB students often must choose which group or identity to relate with or project 
at various times, depending on the context and situation.  They must gauge which 
pieces of their constructed identities are most beneficial to bring to the forefront for 
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that given situation, and then choose it, even temporarily for their own benefit, while 
still knowing that this choice requires a sacrifice of another identity; they no longer 
truly fit in. The duality stretches between the past, their home language and identities 
and the new Americanized version of themselves. They might feel disoriented - not 
feeling whole as a member strictly of their original culture, and not fully a member of 
the new Americanized culture either.  
Becoming a member of this dominant American culture also brings its own 
struggles to which Freire referred. To join, one must also accept and in doing so 
internalize many of the values and beliefs this groups holds, which often include 
beliefs of its superiority in both language and ideology over other minority cultures 
and languages. This presents an internal struggle in the psyche of many EBs who want 
to learn the language and culture of the dominant group in order to gain social and 
financial success and wellbeing for themselves and their families. Part of that reality, 
however, is that the dominant culture also typically de-values much of the linguistic 
and cultural importance and values of their own native cultures (Valenzuela, 1999).   
Translanguaging  
  The term translanguaging refers to one’s ability to combine and utilize 
multiple language aspects from seemingly different languages, in meaningful ways. 
For this project, I am using Ofelia García and Li Wei’s definition of translanguaging: 
 As we will see, for us translanguaging is an approach to the use of language, 
bilingualism and the education of bilinguals that considers the language 
practices of bilinguals not as two autonomous language systems as has been 
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traditionally the case, but as one linguistic repertoire with features that have 
been socially constructed as belonging to two separate languages. (2014, p. 2)  
Following this framework, one does not view two languages such as English and Cape 
Verdean Creole as being completely different or separate; instead they are languages 
with systems which can be used interchangeably by an individual who is fluent in both 
languages. This interchange or selection of certain language aspects is done by the 
speaker in order to be assembled or put together in ways that are more meaningful to 
them, or they deem most fitting for the particular context or audience they are 
interacting with at that time.  
 Language and its systems and aspects (such as words and vocabulary) are all 
heavily laden with meaning. Much of the meaning assigned to certain languages or 
aspects of language are tied to the histories of the speakers and culture of that 
language. This relates back to Mignolo’s (2000) ideas about histories and global 
designs. García and Wei (2014) built on Mignolo’s work by stating the following:   
Translanguaging refers to new language practices that make visible the 
complexity of language exchange among people with different histories, and 
releases histories and understandings that had been buried within fixed 
language identities constrained by nation-states (see Mignolo, 2000). 
 (2014, p. 21). 
The action of using language cannot be neutral; language carries with it the historical 
context and associations of its speakers and their past. Choosing to use one language 
can align the speaker with the identities and understandings associated with that 
language. Translanguaging, on the other hand, allows the speaker to choose the words, 
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elements, and aspects of language they want to use in a specific way for meaning 
making that does not box them into a singular cultural frame associates with a 
particular language.  
Translanguaging is the action of using language features that previously moved 
separately while constrained by different histories but is now experienced together in 
speaker’s interactions as a new whole linguistic repertoire (García &Wei, 2014). 
According to García and Wei, “A translanguaging lens posits that ‘bilinguals have one 
linguistic repertoire from which they select features strategically to communicate 
effectively” (2014, p. 22). In addition to multiple language systems and elements, 
translanguaging also allows speakers to use multimodalities such as gestures, objects, 
visual cues, sounds and other modes of communication to make and further 
communicate meaning.   
These themes and theorists have informed my study as I seek to better 
understand ways in which many EB students recognize themselves within, and move 
through, multiple borderlands in the course of a single day within many public 
schools. Relevant literature will be further explored in chapter four as the data analysis 
and the constructs developed through my research process. I hope that my study will 
add to this body of literature. 
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CHAPTER 3: METHODOLOGY 
METHODS AND PROCEDURES 
 
Deciding where one wants to go is only the first in many steps of a journey: 
There is deciding how you’ll get there, factoring in traffic, logistics, detours and 
alternate routes, sided journeys, lessons learned and of course recalculating… all 
before finding out where you were really meant to end up. The same is true with any 
research study and, in my case, the choice of method. I began my PhD journey 
believing that the change I could effect on a larger scale would lie in working with 
teachers: helping regular education (mainstream) teachers to gain a better 
understanding and perspective of how to help and support EB students in their classes.  
Throughout the years of both teaching and completing my PhD classes, however, I 
kept feeling this inner pull back to the students and their voices. Thus, in the early 
stages of my journey, I kept hearing my GPS intoning “recalculating.” 
The detours and side journeys helped me to realize that what I really wanted 
was to hear from the students themselves, about how they felt about their language and 
their experiences with language and culture, both in and out of school on a day-to-day 
basis. I wanted to better understand what those experiences were like so that I could 
improve my own teaching and classroom culture, as well as ultimately sharing what I 
was learning to help others gain a deeper understanding and knowledge. I hoped that 
sharing what I learned about our students’ experiences could help make our school a 
more welcoming, inclusive and language friendly environment for all our students. So, 
my goal and intended destination had changed; I was happy with these realizations, 
but also anxious about the route, which I would need to plan and navigate to get there.  
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The goal of this study is to understand and describe the experiences of EB 
Cape Verdean Middle School students as they both name and navigate through and 
between different linguistic and cultural worlds. As stated earlier (p. 9), the research 
questions for this study are as follows: 
1. How do EB Cape Verdean middle school students name and describe their 
different social worlds and their experiences moving between and among 
them?  
2. How does EB Cape Verdean middle school students’ constructed knowledge 
impact their ability to navigate among their social worlds? 
3. In what ways do social and political systems impact how EB Cape Verdean 
middle school students name, understand, and navigate within and among their 
different social worlds or borderlands? 
For this study I chose to use qualitative methodology, which according to Bogdan & 
Biklen (2016), embodies the interpretive paradigm, the need to grasp the meaning of 
social action and interaction in the context of the world from individual perspectives. I 
wanted to hear about the participant’s experiences in different linguistic and cultural 
spaces throughout the course of their day, from the point of view of the participants 
themselves. Qualitative research is primarily interested in the way the world is 
understood and produced by people’s lives, behavior, interactions and narratives; it 
also focuses on social context and the individual’s own account of their world 
(Bogdan & Biklen, 2016). Quantitative methodology with its focus on testing 
objective theories by examining relationships among measurable variables did not 
seem like a meaningful fit for this study (Creswell, 2014). According to Maxwell 
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(2013), while quantitative research sees the world in terms of statistical relationships 
between variables, qualitative research tends to see the world in terms of people, 
situations, events, and the processes that connect these; explanations are based on 
analysis of how some situations and events influence others. The descriptions and 
explanations of these experiences, connections and influences by people, contexts, and 
situations are the data and information I am truly interested in gathering.   
In addition, the qualitative methodology locates the researcher in the study and 
is explicit about her role (Creswell, 2014).  According to Bogdan & Biklen, 
“Qualitative researchers try to interact with their subjects in a natural, unobtrusive, and 
nonthreatening manner” (2016, p. 37). As the researcher, I chose student participants 
whom I have known for one to three years and with whom I have established a level of 
trust, and an environment in which to conduct the study that I knew they would be 
used to. I chose my own classroom, where we have spent many hours in classes, as 
well as time together before and after school, and during lunches together. This is 
important because the researcher is the main instrument for data collection, which is 
key for my particular study. Students were asked to share personal stories; I designed 
the study to draw on our pre-existing relationship that engendered trust and, at least in 
theory, could make them more comfortable speaking with me. The following specific 
methods were used (discussed in more detail below): student survey, focus groups, 
participant observations and, lastly, member checking.  
Originally, phenomenology was chosen for this study because it is used to 
inquire and describe the essence of participants’ shared experience through rich, 
detailed description of this central phenomenon (Creswell, 2014). Given that the 
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purpose of this study to better understand the way EB students understand, recognize, 
identify with, and move among multiple social and cultural worlds constantly 
throughout the course of the typical day, phenomenology seemed an appropriate 
research frame.  
Phenomenology aims to understand a phenomenon that the researcher has not 
experienced personally.  Being a native speaker of English, I have not experienced 
being a language minority in the United States and all that that entails.  As Quinn 
Patton (2002) explains, “The only way for us to really know what another person 
experiences is to experience the phenomenon as directly as possible for ourselves.  
This leads to the importance of participant observation and in-depth interviewing” 
(p.106).  
Phenomenology attempts to eliminate everything that represents a 
prejudgment, setting aside presuppositions, and reaching a transcendental state of 
freshness and openness, a readiness to see in an unfettered way, not threatened by 
customs, beliefs, and prejudices of normal science, habits of the natural world or by 
knowledge based on everyday experience (Moustakas, 1994).  The phenomenon to be 
analyzed in this study is how EB students experience, navigate and negotiate what 
Anzaldúa describes as the borderlands and multiple social and linguistic contexts 
within the course of their daily and academic lives.  
For all of these reasons I still believe that phenomenology both applies, and 
has influenced this study, especially because the experiences I am studying are ones I 
have not experienced myself. Throughout the data collection, my continued reading, 
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and analysis processes however, I came to realize that my data analysis was aligned 
with grounded theory. According to Kathy Charmaz (2006),  
Stated simply, grounded theory methods consist of systematic, yet flexible 
guidelines for collecting and analyzing qualitative data to construct theories 
‘grounded’ in the data themselves… data from the foundation of our theory 
and our analysis of these data generates the concepts we construct. Grounded 
theorists collect data to develop theoretical analyses from the beginning of a 
project (p. 2). 
I found as my data collection progressed that my ideas and questions began to shift 
and change slightly as I was collecting various rounds of data. Luckily, I had created 
the focus group questions with the explicit intention that they be open-ended 
discussion questions, with emerging follow-ups, and had allowed myself in the 
proposal stages of this project to include them as such. Upon receiving back and 
reviewing the student surveys I found that many of the answers, and patterns I was 
seeing in the responses lead me to additional thoughts and ideas for the discussions. 
Additionally, following each discussion I took some time to think and generate some 
memo ideas, which often turned into additional follow up questions or prompts in the 
following sessions. There will be more to follow on grounded theory in the Data 
Analysis section. 
Context for Research 
 
 This research study was conducted in an urban public middle school in New 
England. Much of the city is of low socioeconomic status.  As of the year prior to the 
study, every student in the district received free breakfast and lunch.  This city is 
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unique in that it has the largest population of Cape Verdean immigrants in the United 
States.  There are also immigrants from Brazil, Portugal, some Asian countries, Haiti, 
and many Central and South American countries.  The largest group of immigrant 
students, however, is those from Cape Verde.  
Even in the regular education classes at this particular middle school, the 
majority of the students are third or fourth generation Cape Verdean, and many are 
bilingual and speak Cape Verdean Creole at home.  According to the Massachusetts 
Department of Education School Report Card, at the time of the study the middle 
school had 564 students. Of these, 57.3% were native speakers of a language other 
than English, and 33.5% were currently enrolled in bilingual services, meaning they 
receive ESL (English as a Second Language) instruction and support (Massachusetts 
Department of Education School Report Card).  There were also currently about 170 
students in the mainstream classes who were classified as FLEP (Former Limited 
English Proficient), meaning they at one time received ESL support and services, but 
currently were no longer classified as requiring those services.  
While in school, many EB students occupy or move within a borderland 
between their growing English language and linguistic context and those of their 
peers.  Even as their English is developing many will stick with their limited English-
speaking peers because they feel most comfortable and relate to them closely based on 
their shared home language and culture.  At the same time, however, they are being 
viewed as different by those same peers and community members because of their 
developing English.  These students will never truly be members of the dominant 
Americanized English-speaking group. 
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The School Climate 
My first year teaching at Clarkston was also the school’s first year having a 
brand new ESL (English as a Second Language) program. The new program was 
created to accommodate an overflow of students from one of the other middle school’s 
ESL programs. Clarkston had never had ESL students before, nor did the 
administrators have experience working with multilingual students or families. There 
were a lot of transitional issues for both students and faculty in the school fallowing 
the arrival of the program and all of the new students. Most of the faculty in the school 
did not have prior experience working with ESL students and were not aware of many 
of the needs associated with this new student population. The administration and staff 
were not well prepared or familiarized with what the teachers or students would need. 
Most of the ESL and ESL content (Math and Science) teachers were former regular 
education content teachers from the school, who had been told they had to both take 
and pass the ESL licensure test to remain at the school, or they would be moved to 
positions in other schools within the district.  
This choice-less-choice forced most of the other SEI (Sheltered English 
Instruction) teachers to take on a role working with a population of students, with 
whom they were unfamiliar to them. Many teachers felt unprepared and ill-equipped 
to meet these students’ needs, and not know how to successfully teach students with 
whom they did not share much common language. The administration of the school 
was also not well prepared to support the teachers or the new ESL students, nor did the 
administrative team have prior experience working with ESL or bilingual programs or 
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students. There was no training or professional development offered to the 
administration or the teachers in the new ESL program, or the rest of the school.   
Unfortunately, there were a lot of misconceptions about the new program, and 
about the “new bilingual kids” (as they were called). The school climate was not 
inclusive of the new students, rather the teachers and students seemed to perceive the 
transition as an invasion of the “bilingual kids” and their ESL teachers. Some teachers 
who had been in the building for years prior felt displaced because they were moved 
from their classrooms and made to share rooms or travel between multiple rooms so 
that the three ESL teachers could have rooms for their classes. ESL teachers were 
given rooms because of the amount of space required for visuals, word walls and 
storage for books and other supplies necessary for teaching emergent bilingual 
students. Understandably, these teachers who were forced out of their rooms often felt 
frustrated.  
Many teachers were also concerned that the new bilingual kids were going to 
bring down the school’s scores on standardized test, and therefore negatively affect the 
school’s rank. Others also complained about the volume of the students, as culturally 
many Cape Verdean students sometimes speak loudly and with much enthusiasm, 
much like my own Italian family, as well as many other Spanish-speaking cultures. 
Teachers and other school personnel would often refer to the students in the ESL 
program as “those kids,” “the Cape Verdeans” or “your kids.” Interestingly, the vast 
majority of the school’s student population as a whole is second, third or fourth 
generation Cape Verdean as well, and most speak and/or understand Creole 
themselves (or at least have family members who do). Yet, many of these same 
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mainstream, regular education students were not happy to have the more recently 
arrived Cape Verdean students within their school.  
Many students could be heard muttering and mumbling that the EB students 
should go back to Cape Verde or to the other middle school in the district from which 
they had come. It was also relatively common to hear teachers and administrators in 
the halls, classes, the cafeteria telling students to “Just speak English,” and that the 
school was “English-Only,” even occasionally things such as, “If you don’t speak 
English you should not be here,” “Go learn English and then come back.” It was 
difficult to hear students spoken to and about, in this manner, by both students and 
adults in the building. There were, however, some faculty members who seemed 
sympathetic to the ESL students; some learned phrases of welcome in Creole and 
seemed to take a genuine interest in students’ stories and experiences.  
Over time, some teachers would comment to me about how kind and motivated 
their former ESL students were, how they worked hard and often tried harder than 
some of their American born mainstream students. Other teachers, however, would 
complain to me that they felt some of their former ESL students didn’t try hard enough 
when writing, or the teachers believed they should still be in ESL classes. Many of 
these issues became more prominent when the state’s Department of Education came 
out with the RETELL initiative: 
The RETELL initiative (Rethinking Equity in the Teaching of English 
Language Learners) represents a commitment to address the persistent gap in 
academic proficiency experienced by ELL students. At the heart of this 
initiative are training and licensure requirements for the Sheltered English 
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Immersion (SEI) Endorsement, which core academic teachers of ELLs and 
principals/assistant principals and supervisors/directors who supervise or 
evaluate such teachers must obtain. (http://www.doe.mass.edu/retell/, 2018). 
This endorsement required teachers to take training courses to learn to best support the 
ELL (English Language Learner) students in their classes. Many of these students are 
those who had formerly received ESL service in the bilingual program, but were 
reclassified as needing fewer services, and were, therefore, put in the mainstream 
content classes. These teachers were then expected to provide additional strategies and 
differentiation to support ELLs language development within their content classes, 
which they were trained to do in the RETELL courses. Many teachers were resentful 
about having to take additional courses and training or increasing differentiation in 
their already overcrowded classrooms. Many of these teachers were teaching classes 
ranging from 25 to more often 30+ and even 40+ students. It is understandable that 
additional differentiation and an increased preparation load could seem quite daunting.  
 Some teachers came away from the RETELL courses with a broader 
perspective, appreciation, and understating of the cognitive, cultural and linguistic 
demands on multilingual students. Others were frustrated by the additional tasks they 
felt were being placed upon them, for students they did not seem to believe they had or 
should not have. Several teachers would try to vent to me, saying that they did not 
have “those kids.” In reality however, over 80% of the student population in our 
building were multilingual, so they most certainly did. 
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Data Collection   
 
Data for this study were collected through surveys from each participant 
followed by focus group meetings with all participants, participant observations, and 
final follow up member checking sessions. Member checking was done with 
participants in small groups before or after school, as needed throughout the data 
collection process, as well as during the initial stages of analysis. Member checking 
included asking participants if my interpretations of certain comments they made were 
indeed what they had meant, as well as to occasionally clarify or elaborate on a 
specific comment or idea. I designed the survey to gain background information about 
students’ different language knowledge, abilities and use, as well as initial ideas about 
how they identify in relation to their languages, ethnicity and culture, and friends, 
peers and social groups. The survey questions were a mix of short answer, lists, 
checking all that apply, and multiple-choice answers. (See Appendix A for sample 
student survey.) I passed them out to the participants after they turned in their signed 
permission documents and asked them to complete the surveys individually on their 
own. I collected the surveys days prior to our first focus group meeting.  
The focus groups were scheduled after school based on participants’ 
availability. Some participants work as babysitters and caregivers after school; thus I 
scheduled the meetings over two different weeks to accommodate their family 
obligations. I also chose to hold the focus group meetings in my classroom, a familiar 
environment, where I felt the participants would feel comfortable sharing personal 
stories. The focus group discussions were audio recorded, so that data could be written 
in transcription form. Creswell (2002) explains that in a focus group, participants get 
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to hear each other’s responses and to make additional comments beyond their own 
original responses as they hear what other people have to say. I led the focus groups, 
and the school’s ESL/ bilingual coach (whom is also Cape Verdean, and very familiar 
with the students) was also present to help facilitate and translate when necessary.  
The object of focus group discussions was to get high-quality data in a social 
context where people can consider their own views in the context of the views of 
others (Creswell, 2002). I also took field notes during focus groups. The district’s 
middle school ESL/ Bilingual coach, Nory Harris, assisted me in communicating with 
students’ parents and families to explain the study and gain consent for the student’s 
participation. Mrs. Harris works with bilingual, SEI, and ESL teachers to help support 
our work with our EB students. She has also been an important mentor and friend to 
me. Mrs. Harris is Cape Verdean and was herself an ESL teacher in the district for 
many years prior to becoming our middle school coach. She was also present to help 
clarify (translate) during the two focus groups when necessary.  The questions for the 
focus groups asked participants to describe situations in which they have experienced 
negotiating internal and external borderlands. Asking for the specific situation was 
vital, since the discovery of the meaning had to be connected to a specific context in 
which the phenomenon has been experienced (Englander, 2012). 
Observations were also included in this study. Qualitative observations require 
the researcher to take field notes on the behavior and activities of individuals at the 
research site. I used a semi-structured observational protocol, also included in 
Appendix C, to capture the activities (Creswell, 2014). Observing students in the 
environments that are “shared ground” would give the researcher a better vision of 
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what was actually happening when students face the realities of the “mixed company”. 
These are times when the students are not grouped by class, level, or language level 
status. Within these spaces the EB students were also with native English-speaking 
peers. These spaces include the cafeteria at lunchtime, physical education classes, and 
outside the school building before and after school. During these times students from 
all classes and backgrounds are together. 
The observations for this study were participant observations, meaning the 
researcher spoke with, and interacted with the participants during the observation time. 
Participant observation is almost always meant to offer some degree of 
unobtrusiveneness; the researcher is highly visible rather than far removed or hidden 
(Spradley, 1980). Participation is important because it allows the researcher to 
experience directly, get a feeling of what events are like, and to record our own 
perceptions (Spradley, 1980). Shared ground observations were conducted before 
school, during lunch (both in the cafeteria and occasionally in my classroom during 
“lunch-bunches”), and after school, and during physical education classes. These are 
all times when the participants are in spaces along with both multilingual and 
monolingual peers. This facet of the study was important because I wanted to see their 
language use in action in these mixed spaces. 
Three before-school observations were conducted from 7:15 to 7:55. During 
this time, I started by standing outside with the participants and their friends as they 
waited to enter the building. We then transitioned to the cafeteria where the students 
were allowed ate breakfast. The two after-school observations took place outside of 
the building from 2:40 to 3:00, often drifting toward the basketball court where 
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students like to gather while some played basketball. A total of four lunch 
observations were conducted: two in the crowded cafeteria where the participants were 
among many other students, and two in classroom during small “lunch-bunches,” at 
which times some of the participants were present along with a few of their friends. 
Lastly, two observations were done during the participants’ physical education classes. 
This is a class which they share with other multilingual as well as monolingual peers.  
Participants 
There were nine participants in this study. All of whom are EBs, native 
speakers of Cape Verdean Creole, and current or former ESL students in the middle 
school’s program.  All participants are in the eighth grade and have attended seventh 
grade at the middle school as well. 
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Participant Chart: 
Group A 
Name Age Years in 
Clarkston 
ESL 
Status 
Race - Ethnicity 
Patricia 14 5 Current Black, Portuguese, African, 
Cape Verdean 
Daniela 14 4 Current Black, American, Portuguese, 
African, Cape Verdean 
Tamina 14 3 Current Black, American, Portuguese, 
African, Cape Verdean 
Andrea 13 5 Current Black, African, Cape Verdean 
 
Group A – Language Use 
Name Languages 
Spoken 
Languages 
Read 
Languages 
Written 
Patricia C.V. Creole,  
English 
C.V. Creole, 
English 
C.V. Creole, 
 English 
Daniela C.V. Creole,  
English, 
Spanish, 
Portuguese 
C.V. Creole, 
English 
C.V. Creole, 
English, 
Spanish, 
Portuguese  
Tamina C.V. Creole,  
English, 
English C.V. Creole,  
English 
Andrea C.V. Creole,  
English 
English English 
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Group B 
 
Name Age  Years in 
Clarkston 
ESL  
Status 
Race - Ethnicity 
Vanessa 15 5 Current Black, Portuguese, African,  
Cape Verdean 
Carmina 14 5 Current Black, Portuguese, Cape Verdean 
Luiza 14 6 Former Cape Verdean 
Niria 14 8 Former Cape Verdean 
Maira 14 7 Former Cape Verdean 
 
Group B – Language Use 
 
Name Languages 
Spoken 
Languages 
Read 
Languages Written 
Vanessa C.V. Creole,  
English 
English, 
Some C.V. Creole 
English, 
Some C.V. Creole 
Carmina C.V. Creole,  
English 
English English 
Luiza C.V. Creole,  
English 
English, 
Some Portuguese 
English 
Niria C.V. Creole,  
English 
English English 
Maira C.V. Creole, 
 English 
English English 
 
Researcher’s Role (positionality) 
I am one of the four ESL teachers and work mostly with the high emerging to 
intermediate-level ESL students. These students are mostly fluent speakers of social 
English, and are working on developing their academic English, reading, and writing. 
This is the last level of the ESL program before students are reclassified as former 
ESL students (FLEP, Former Limited English Proficient) and placed in mainstream 
content classes. While students change grade groups from one year to the next, they 
may remain in the same ESL level from 1-3 years depending on their language 
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development, background, and specific needs. All study participants were my current 
or former students. One position I as the researcher had to be aware of myself is what 
Sherryl Kleinman and Martha A. Copp (1993) refer to as feeling proud of feeling 
different, which refers to the researcher choosing a group they think of as “other” and 
feel confident as long as they do not share these participants viewpoints.  
In the case of this study, the “other” participants may be those who feel they do 
not need to identify as “Cape Verdean” anymore when they are in school, and instead 
want to assimilate as much as possible with being “American.” As much as I wanted 
my participants and students to hold on to their individual, cultural and linguistic 
identities, I realized that they have reasons for changing and altering their senses of 
identity when they feel necessary, and that these experiences are not ones I share or 
can wholly identify with. Therefore, it is not my place to have opinions or judgments 
about how participants should handle such situations.     
Other important elements of my positionality relevant to this study were my 
race, ethnicity, and education level, particularly in relation to the participants. I am 
white, Italian American, born in the United States, a native speaker of English, and 
educated with advanced degrees. These elements of my identity, along with their 
imbedded power and agency, are different from many of the participants in this study. 
The participants are all non-native speakers of English, and individuals of color – most 
identify as black or African American, all identify as Cape Verdean. All the 
participants are immigrants. These variations in our identities shape out experiences as 
we move through the institutional and social systems that shape public life in the U.S. 
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As a white, native English-speaking, native born citizen in the US, I am granted 
privilege often denied to the participants (Rothenberg, 2012).  
Most of the other teachers, and all of the administrators, share these aspects of 
my positionality in comparison to the students. All the administrators are white 
women and native English speakers born in the US, as are most of the teachers. There 
is one Cape Verdean female teacher, and a few white male teachers. The majority, 
however, share my unearned racial and linguistic privilege. 
  This stark difference in our lived experience could have been an obstacle when 
I was depending on my participants’’ openness. I saw one advantage however: The 
similarity between my profile and the other teachers and administrators might have put 
the participants at ease when talking about incidents with these teachers and 
administrators. Talking to me, a white, nonimmigrant, monolingual individual, was 
frank and direct, not speaking behind the back of that racial group.  
Nevertheless, our vastly different lived experiences needed to be recognized.  
Enter Mrs. Harris, my research partner, who was in so many ways a valuable and 
important factor in the success of this research. Not only was her ability to help 
translate of the utmost importance for the students and parent consent, as well as the 
focus groups discussions, but her invaluable insights during data analysis enriched the 
study. In addition, she also helped by sharing with me invaluable insights in the data 
analysis. She was the first of my critical peers with whom I shared my ideas about 
themes and construct organization throughout my analysis. She helped me to pick 
what became the final constructs for this study. In addition, Mrs. Harris served as a 
bridge between my lived experiences and that of the participants: She is a native 
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speaker of Cape Verdean Creole: she emigrated to the US when she was young, and 
she also identifies as a black, Cape Verdean, woman, much like the participants. Like 
myself, she is also an academic, and a caring professional with whom the participants 
are very familiar from her work with me and in my classroom. She also attends parent 
conferences, helps me to make home phone calls, and is often present for lunch with 
me on days when the participants were also there for lunch bunch. It is my belief that 
the participants’ level of comfort with her - as well as their connections to her race, 
ethnicity, and culture - helped them to feel comfortable and confident in our 
discussions.  
While some may see the relationship between the researcher as the participants 
teacher as a limitation, arguing the students may want to appease the researcher by 
providing “the correct answers,” I believe my extended relationships with the 
participants mitigated any such tendency. In order to make participants feel 
comfortable enough to have the necessary discussions, which may make them feel 
vulnerable, it is important that the researcher is someone they know and feel 
comfortable with. Being the participants current or former teacher means we know 
each other well enough that the students had a certain level of trust in me to feel 
confident in speaking about their emotions and possible vulnerabilities these topics 
may have brought up. 
Procedure  
 My students were very familiar with the idea that I was “still in college” 
myself, while also being their teacher. We had shared many discussions about college, 
homework, work and school life balance, and they knew there were certain days I was 
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unavailable after school because I had to leave go to attended classes or meeting with 
my professors. I often shared stories with them about things I was working on, goals I 
had, and progress I was making - both as a way to share, and also to model college and 
post college possibilities and to stress the importance of continuing education and 
learning in whatever field or career they found themselves in some day. We had talked 
about how making change of any kind; personal, social, political, economic, would all 
require a lot of hard work and continued education. 
  When it came time for me to share with them my study, I decided the best way 
to introduce it would be a power point presentation. I shared the presentation with my 
then current eighth grade ESL students at the end of a class period and shared it with 
the former ESL students during a different academic enrichment time when they were 
in my classroom. I explained the main idea and topics of my research, why I thought 
they were important for me to study, and what I planned to do with the knowledge I 
would gain. I also explained the importance of their participation if they felt willing, 
and also that their participation would in no way affect their grades or standing in my 
classes. I also presented the importance of both parental and their own consent, how 
that would work, and the important role Mrs. Harris would play in this process: How 
she would seek the consent of their parents and guardians, as well as being present to 
help and facilitate any translation that was necessary in the focus groups.  
The students were very excited about the project and what I was planning to 
do. Not all were excited to participate, however, many because they were nervous and 
shy about discussing their feelings and the idea of being recorded. I assured them that 
was perfectly fine, that they did not need to participate, and they would not be 
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disappointing or letting me down if they chose not to. Many others were eager and 
wanted to take the permission forms home immediately to get started. I explained that 
first I wanted Mrs. Harris to have a chance to call the homes of all interested students 
to explain before they got the documentation. Because Cape Verdean Creole does not 
have a written form, the current closest form of written language is Portuguese. I sent 
the letter home along with all the permission documents, which I had translated by a 
license translation organization, so that the parents and guardians would have 
everything in an English and a Portuguese written copy.  
I was still concerned, however, that not all parents or guardians may be able to 
fully read or comprehend the English or Portuguese. I wrote up a phone call script and 
asked Mrs. Harris to help me call and explain the study and the documents to the 
parents verbally. I wanted to be sure they understood what was being asked of them 
and the students, as well as to have the chance to ask any questions they had so that 
they could make an informed decision with the students as to whether they would 
participate. Mrs. Harris very graciously agreed. I felt it was important these 
conversations happen prior to parents receiving and possibly signing the forms without 
knowing exactly what it was or why they were signing, which sometimes is the case 
when things come home from the school.  
 Once I was done explaining the study to the potential participants I asked all 
interested students to add their names to the interested participant list and to provide 
the name and contact number of a parent or guardian. Mrs. Harris and I then called 
each of the parents and guardians, all of whom gave verbal consent for their students 
to participate. Mrs. Harris explained that they would be receiving the papers the 
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following week from their students who would be bringing them home. The following 
week the forms went home, and all but one were returned signed. I then asked each 
student again to confirm that they wanted to participate by signing their own student 
consent forms. I then gave participants their student survey, which I asked them to 
complete on their own. I received all surveys back within a week. I then looked at 
each individual survey, and then the surveys together and began looking for initial 
codes and themes. I was looking for common and similar answers to questions, 
repeated words and ideas, as well as any surprising differences. Some of this initial 
data influenced the design of some focus group prompts.  
We then discussed and settled on dates for our focus groups meetings. We 
divided the participants into two groups (group A and group B), based on their 
schedule and availability to attend the meetings afterschool. Each group was 
scheduled to meet for two focus discussions. Mrs. Harris then called the parents and 
guardians again to confirm the dates each participant would be staying after school for 
their focus group discussion. Group A met on the Monday and Wednesday of one 
week in mid-June, and group B met on the following Monday and Wednesday. Each 
meeting was scheduled for 2:45- 3:45, in my classroom. I chose this location because I 
knew the students would feel comfortable meeting and discussing there. 
Data Analysis 
 
Participants were asked to fill out a self-reflective survey in which they 
responded to questions and prompts.  Survey responses were then coded, a method and 
procedure for organizing the text, and discovering patterns within that organizational 
structure (Auerbach & Silverstein, 2003, pg. 31). I looked for common themes and 
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ideas first with each participant, then within the surveys together. Many themes took 
the form of similar or same responses to questions. For example, participants 
answering that they use the same languages in certain spaces, and then seeing that 
multiple participants’ responses overlapped represented to me a possible theme. Once 
themes begin to emerge, I looked for representation for many of those ideas and 
themes while editing and adding to prompts and questions for the focus groups. When 
I began to see in the surveys a common idea, such as that of reference to Google 
Translate, I added a note to my focus group prompts, to remind myself to look to see if 
that idea arose again. While conducting the focus groups I also took field notes about 
participants non-verbal cues and interactions to support those themes and ideas 
developing from the coding process.   
I then had transcripts made from the audio recordings of focus groups.  
Reading the transcriptions helped to begin developing a-priori codes and themes as I 
prepared to begin data analysis. I read the transcripts multiple times, with pencil in 
hand, and would underline anything I thought looked interesting and important. I did 
this many times. Each time I read I began to see more connections with ideas and 
topics across the discussions. According to Auerbach & Silverstein (2003), these ideas 
occurring both within and across the groups and surveys is important because if the 
ideas were only expressed within the same group, it would be possible the group 
process influenced people to say things they didn’t really mean. When these ideas 
happen across the groups however, it argues against the possibility of singular 
occurrences (Auerbach & Silverstein, 2003).  
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After reading through of all surveys and transcripts many times, I began to 
develop a codebook. A codebook development is a discrete analysis step in which the 
observed meaning in the text is systematically sorted by the researcher into categories, 
types, and relationships of meaning (Guest, MacQueen & Namey, 2012). (See 
appendix D for code descriptions chart.) I began to see commonalities in the recurring 
ideas I was underlining and collecting. I organized these common ideas into what 
Auerbach & Silverstein (2003) describe as themes “A theme is an implicit topic that 
organizes a group of repeating ideas” (p.38). I began grouping these ideas by 
similarity then assigned each emerging theme a color and a name, also known as a 
code. 
  After codes were chosen and entered into the codebook, I added a chart in 
which I developed columns containing code definitions, examples of when to use a 
code, data (quotes), description, and analysis.  Code definitions are short explanations 
of what the code is meant to signify, the essence of the theme or theme components 
(Guest, MacQueen & Namey, 2012). I went through the transcripts, surveys and my 
observation notes and color-coded the data fitting each theme and code. 
Next, I began the process of abstract grouping of the themes into ideas for 
theoretical constructs. According to Auerbach & Silverstein (2003), theoretical 
constructs are created much in the same way the repeating ideas were organized into 
themes; these theoretical constructs are larger more abstract ideas. This process took 
multiple attempts; I had already determined all the themes were important; I needed to 
find a meaningful way to organize all the themes into constructs (Auerbach & 
Silverstein, 2003). I settled on two drafts of construct ideas, with the organization of 
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themes and the repeating ideas to support them and shared both with critical peers to 
help me decide which to use. According to Auerbach & Silverstein (2003) it is 
recommended that the researcher share the analysis with a consultant who is a member 
of the subculture being studied. Therefore, I asked Mrs. Harris to review the constructs 
and analysis with me. As mentioned earlier, Mrs. Harris is multilingual, and Cape 
Verdean herself. She came to this country as an adult not as a child, but her extensive 
experience with middle school EB students rendered her insight and experience 
extremely valuable. I then shared my constructs and analysis with my major professor; 
we discussed and chose the one that I used for this study. The first draft of construct 
ideas I had created included three constructs, each with two corresponding themes, 
and between two and four repeating idea for each theme. The second draft of 
constructs I had created totaled four construct ideas, but one construct had only one 
corresponding repeating theme, while all the others had two or more. We decided to 
choose the first draft, with the total of three constructs we felt were more substantially 
supported with multiple themes and abundant repeating ideas and data to support each.  
Lastly, member checking was conducted, which is when a researcher returns to 
their participants to discuss emerging themes (Galletta, 2013, p. 127).  Participants 
were asked what they thought about my findings, if they thought they were a good 
representation of their ideas, experiences and realities.  Descriptive adequacy can also 
be difficult to judge, which is an important reason I invited Mrs. Harris, my critical 
peer to read and review my early draft, she helped me to catch things I had missed 
which were in the data, as well as to help illuminate things I thought I was seeing or 
more likely conjuring in my own mind limited to my own account (Wolcott, 1994). 
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Trustworthiness issues are addresses through credibility, confirmability, 
dependability, and transferability (Shenton, 2004).  Credibility was insured through 
analysis of focus group data, looking for common themes and ideas, as well as through 
member checking. Confirmability was addressed through coding of transcripts, and by 
proving access when needed to raw data in the form of transcripts.  Dependability is 
assured through “overlapping methods” in the forms of survey results, focus group 
data and member checking (Shenton,2004). While the results of this study may not be 
generalized to other groups because of linguistic differences, transferability may be 
possible through rich descriptions of contexts and phenomenon in this study. Readers 
and researchers a like may find descriptions of phenomenon that could be similar to 
other groups or contexts.   
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CHAPTER 4: ANALYSIS 
ANALYSIS AND FINDINGS 
 
 In this chapter I describe each of the three key constructs that emerged from 
the analysis of my data: Separate spaces: A time and a place, Navigating, and 
Language as Identity. A mini theoretical frame populates each construct. I explain 
how the constructs were created, provide supporting literature that informs their 
creation, and describe the constructs’ supporting themes and codes derived from my 
data. As previously stated in Chapter 3 (data analysis), a theme is an implicit topic that 
organizes a group of repeating ideas by similarities they share. I then grouped these 
themes into the larger theoretical constructs that follow. Each theoretical construct has 
two supporting themes, and each theme is supported by two or more repeating ideas. 
What follows is a chart representing the theoretical constructs, followed by their 
supporting themes, and their respective repeating ideas:  
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While the diagram above is organized to illustrate the composition of the construct, 
my analysis moves from the concrete to the abstract, beginning with repeating ideas, 
then the corresponding larger themes, and ending with a description of the overall 
organizing principle, namely the theoretical construct.  
Separate Spaces: A Time and a Place 
Repeating Idea: English Only 
In many schools, bicultural students are not only discouraged but also actively 
prevented from speaking their native languages. Educators justify these concerns with 
claims that children’s native language use will interfere with student’s intellectual and 
emotional development (Darder, 2012). In this school, like many others, students are 
often faced with less than kind reminders of the dominant American culture’s view of 
language, which is that English is the only language suitable for school. Thus, 
participants repeatedly mentioned being explicitly told or made to feel the need to 
speak English exclusively rather than Creole or Portuguese, in a particular setting or 
situation. During the focus groups I asked the participants about whether they ever felt 
pressure at school to use English. The responses were mostly as expected: They felt 
the needed to use English in most of their classes and that many times they were told 
or reminded that they had to speak English, not Creole or Portuguese. Here are two 
representative responses in this category:  
Abbey: Do you ever feel pressure to use English in school, instead of Creole? 
Tamina: Yeah, because sometimes like when you’re asking something to your 
friends in Creole because you don’t understand it in English and then they tell 
you to say it in English when you don’t know it, to stop talking Creole. 
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Carmina: Because like right when you get in school, it’s like—like some 
teachers say, ‘Oh, you’re not allowed to speak like Creole in this class. You’re 
only supposed to speak English so that you can get better. 
In follow-up questions, I asked the participants how they feel when a teacher or adult 
in the building tells them they need to speak English or they need to stop speaking 
Creole or Portuguese. 
Maira: Yeah, I get mad too. Because like every time I don’t know—like if I 
forget something in English or like I’m trying to help a friend out, she’ll—like 
my English teacher always goes, ‘This is America.” And that just gets me 
heated… She was like, “Speak English. You’re in America.” I was just like, 
“You know what? I give up.” And I was just like “no—I was like I can’t help 
it.” 
Through my observation and field notes of this particular exchange, I noted that as this 
participant was telling this particular story, she appeared sad or perhaps embarrassed, 
her eyes lowering to the table rather than continuing to look at me while she spoke. 
The other participants in the group also nodded their heads seemingly in agreement 
and also mostly cast their eyes down. These particular participants are both former 
ESL students, meaning that the English class to which they were referring was a 
regular English Language Arts class, not an ESL (English as a Second Language) 
class. I found it interesting that even though Maira named her emotion as anger (“I get 
mad”), her affect seemed more sad than angry.  
I then asked the student participants why they think adults in the school tell 
them to speak English, or not to speak Creole or Portuguese.  
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Maira:  Because, um, I started talking to my friend like about anything and 
then I just change it to different language and then that’s when the teacher gets 
upset. 
Vanessa: Because she doesn’t know what we’re saying, so she would just 
like—she might get frustrated or yell at us, tell us to stop. Like that kind of 
stuff. 
Both Maira and Vanessa seem to believe the teachers are “upset” and “frustrated” 
because they do not understand what the participants are saying when they speak 
Creole. They seem to believe, as did many others based on comments made 
throughout the discussions, that when teachers do not understand the conversations 
due to their language barrier, they become frustrated or upset.  The participants see 
this frustration as one of the reasons the participants believe teachers want them to just 
speak English instead.  
I then asked the participants if teachers hearing them speaking Creole ask what 
they are saying before telling them to speak English. The group responded as one: No. 
Vanessa, Niria and Maira elaborated: 
Vanessa: They just either yell at us or just say, “Stop saying—“ 
Niria: Stop talking that language. 
Maira: Like I don’t like when I’m in class and then she goes—she just—out of 
nowhere she comes—like and she comes in your face and she’s like, “It’s 
America, honey.” And I was like—I was like, “I’m trying to explain 
something.” Because she was like—she asked me—my friend asked me how 
to say something in Creole. And like math symbols—the plus and stuff? And I 
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was—I started telling her. And then I told her that and then the ABC stuff, and 
then I started saying it and then she came to my face and she was like, “It’s 
America, honey.” And I was like—I was like “Huh?” and she was like, “No, 
speak English or go to the office.” And I was like, “Okay.” 
Again, as Maira was telling this particular story, she looked down at the table, while 
other group members were nodding and shaking their heads seemingly in 
disappointment and agreement. Maira is upset by the teacher’s comment “It’s 
America,” which clearly conveys the dominant ideology: In America the only 
acceptable language is English. Maira is frustrated not only because she is being told 
not to use a language that she feels is hers, but also because she is being prevented 
from helping another student in a language they both share and understand. The choice 
between speaking English or going to the office makes clear this teacher’s language 
ideology and expectations in their classroom, which is that only English is acceptable. 
Vanessa voiced a similar sentiment: 
Vanessa: I think for me what gets me like mad is when you’re like trying to 
help like a newcomer—like not a newcomer… but they don’t know, like for 
example an assignment and we’re like explaining it to them in their language. 
And then the teacher is like, “No, explain it to them in English.” And the 
person that you’re talking to doesn’t understand it. And then they’re like, “Oh, 
just tell me it in this language.” And then when you say it again, the teacher 
yells at you because she’s like, “Oh, I already told you to speak it in English.” 
Because they say, “Because this is an LCL—“ however you say that. 
Abbey: ESL? (English as a Second Language class) 
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Vanessa: Yeah, so they be like, “It’s an ESL class. Like don’t—you’re not 
supposed to speak another language. It’s supposed to be in English.” I’m like, 
“But she doesn’t understand it.” And they be like, “Just—you have to try to 
say it in English.” And then you just have to, even if they don’t understand it. 
Vanessa, a reliable student who was called upon often to help translate for new 
students, welcomed and showed new students around, helping familiarize them with 
the building and their schedules (all in Creole). The class to which she is referring is 
an ESL content class, meaning the teacher has an ESL license, but they are teaching a 
science content class using ESL strategies for EB students. It is not, however, the 
students’ responsibility to be teaching the other students the content in English. That 
the teacher deferred that task to the student was a breach of responsibility. Vanessa 
had been trying to clarify just the content and concepts for her fellow student in their 
native language. The teacher’s job is to scaffold instruction so that they student may 
come to transfer the knowledge to English, and eventually use academic English to 
discuss, read and write about that content. This is not a task that should be put solely 
on the other students to fulfill for one another.  
Repeating Idea: Creole Only 
The restriction of Creole in school settings is not the only language limitation 
the participants described.  This parallel repeating idea refers to when participants 
were explicitly told or given the impression they needed to speak Creole rather than 
English. In the surveys, all the participants answered that they spoke mostly Creole 
with the adults in their home. Many participants also expressed feeling frustrated when 
they are at home or with their families and they are told to just speak Creole instead of 
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English. For them, it is the reverse from their school language demands. Many 
participants explained they typically speak English or a mix of English and Creole 
when they are talking to friends from school, siblings, or cousins. When these 
conversations occur in their home or community in English, or in a mix of both 
languages, and the adults who are often not fluent speakers of English, often insist that 
the kids speak Creole instead, so that they can understand as well. Andrea’s response 
below represents one thread of this repeating idea:  
Andrea: And then after we would talk in English, and then my parents, they 
would give us that look. And when they give us that look, we know what that 
means. So then we—then we would talk Creole. 
When Andrea says, “when they give us that look, we know what that means…” she 
has a little smirk and a giggle in her voice. The other participants in this group 
discussion also giggled and smiled; two others nodded in agreement. She was 
communicating that her parents are afraid they were being fresh, saying things in 
English that they would never say in Creole in front of their parents.  
Other participants in the same group answered my question about pressure to 
speak Creole rather than English in a slightly different way: 
Daniela: I do that with my grandma, because she doesn’t understand English. 
And like when she gets the phone call from the hospital she’ll be like, “Explain 
this to me.” I go, “English,” and she’ll be like, “Talk my language!” 
Patricia: Because me and my cousins, whenever we speak English and then my 
mom’s sisters, they’ll be like, “Meninas, (Creole translation of “girls”) If you 
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guys were born in CV, then you guys should speak Creole.” That’s what she 
says all the time. 
Following Daniela and Patricia’s point, Andrea described another difficulty:  
Andrea: And then after she be sending me a big paragraph and I have to tell 
my sister to read it. My sister be like, “No, I’m not reading it. Weren’t you 
born in Cape Verde? I’m not reading nothing.” And I have to like find out 
what she’s trying to say and it’s very, very hard.  
These participants are expressing the pressure they feel from family members who 
believe they should still know and retain their Creole language. This pressure is 
twofold, one being from schools and communities, which share the dominant 
American ideology which prioritizes English language use over all other languages. 
The other pressure comes from their family, home and cultural communities, which 
share a different ideology which values Creole use and retention as a connection to 
their culture, past, and identity.  
This Creole-centered perspective cannot be reconciled with the English Only 
perspective that the participants are often held to in school. Too often it seems they are 
hearing “This is America” from teachers and school personnel, which conveys to 
students that their home language is discredited not only in school but also in the 
country as a whole. A fundamental question underlies their confusion: When they are 
back home or out in their community, and free to speak another language with their 
families and friends, are they are no longer in or part of America?  
Theme 1: Speak MY language. Explicit direction or messages to use one 
specific over another at a time, within a certain context, or with a particular individual 
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or group (described above) led to the identification of a theme I called Speak my 
language.  In these discussions, participants described situations in which they felt 
pressure or the necessity to speak one language exclusively. First, we talked about 
speaking English – when and where it was beneficial or required to speak only 
English. Next, we discussed when and where participants found it beneficial, or even 
necessary, to speak Creole or Portuguese rather than English. Both these restrictions 
led to different types of conflict: internally, with authority figures (i.e., teachers or 
caregivers), or with peers.  My analysis led me question whether these emergent 
bilingual students ever feel that they are in control of the language they choose to 
speak. After all, are they not always speaking their language? 
The theme of Speak MY language is the first of two themes that build the 
construct entitled Separate spaces: A time and a place. The next theme Negative 
perceptions capture the essence of the following two repeating ideas: Talkin’ bad and 
Annoyed. I describe these repeating ideas next. While related to the repeating ideas 
that undergird Speak MY language, they capture two specific interpretations that the 
participants expressed regarding the vacillating pressure to speak English (not Creole) 
or Creole (not English). 
Repeating Idea: Talkin’ Bad 
The repeating idea of Talkin’ bad refers to when someone who does not speak or 
understand Creole assumes that what they hear someone saying in Cape Verdean 
Creole is bad, inappropriate, or rude. This is different from the repeating idea English 
only, which referred to messages explicitly about language use, using only English in 
certain spaces and at certain times. Talkin’ bad refers to the reactions of   both teachers 
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and other students when hearing EBs speaking Creole, ranging from inquiry or offense 
to disciplinary action. This repeating idea arose in part when I asked the groups what 
they would do if they were speaking Creole with their friends and a monolingual 
English-speaking teacher approached or entered their conversation: Would they switch 
to English or continue speaking Creole? Participants largely responded that they 
would switch to English, because the teacher may think or assume that if they continue 
using Creole they may be carrying on an inappropriate discussion or conversation.  
Patricia: Some of them might think we were saying something bad.  
Daniela: When like we talk in another language, they think we’re talking 
something bad about them. 
Patricia: The teacher will ask you to speak, um, like English because like 
they’re going to think that (laughs)—that you’re saying something bad. 
Luiza: Or think that we’re talking bad. 
Andrea: I kind of agree with Patricia, because sometimes if we say something 
that sounds like something else and they just think it’s something different that 
you’re saying.  
Vanessa: Maybe like in class if a little Creole slips, like in when you’re talking 
to one of your friends, some teachers be saying, “Oh, like you’re saying 
something bad.” 
Luiza: So the teacher might think she’s being rude, but like that’s our way to 
play around. 
Carmina: … some teachers might think we’re saying something bad and stuff 
like that. Or like if they yell at us and we start speaking in Creole, they might 
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think that like we’re mouthing off with like talking about them in Creole and 
stuff.  
Here, the participants are expressing their experiences with at least two assumptions of 
non-Creole speaking teachers and students: First, that they are using language in a 
negative way and, second, that they are using their home language to mask or hide 
their inappropriate comments. In other words, they are both rude and subversive. 
Assumptions about their use of language, in this case assuming they’re using language 
in a negative way. They are believed to be speaking only to a select audience because 
they do not want to be understood by others, often the “target” or their conversation or 
discussion. Participants expressed frustration at the unfairness of these assumptions. I 
wondered about the long-term implications of having teachers and peers assume that 
one’s home language is offensive and subversive. So, I then asked how the 
participants think the other adults in the building, such as the principals and other 
adults in the office may feel about their multilingualism. 
Vanessa: I feel like they’d be jealous, especially like the principal and the 
counselors, because they don’t know what we’re saying. They probably think 
like we’re speaking bad about something or like about them. 
These assumptions might represent insecurity on the listener’s part. It is also important 
to remember that faculty members have a responsibility to monitor student interactions 
and behavior, and to intervene if someone is behaving or treating others in a 
disrespectful way. It is also important, however, to be careful about the way in which 
one acts upon what might be assumptions about language use, or misuse.  
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I then asked the participants if teachers of other adults working at the school 
usually ask what someone has said in Creole? Do they usually get a chance to explain 
or translate in English? 
Tamina: Yeah, sometimes when we say things in like Creole that they don’t 
understand and they think we said something bad, they don’t ask, they just like 
send you to the office. 
Andrea: Sometimes when they assume and they ask, then we tell them what we 
actually said and then they still think it’s something bad. 
Patricia: But I feel like even though if you tell them like what you said, they 
still won’t believe that’s what you said. 
Four participants told quick anecdotes about classmates in either their seventh or 
eighth grade years that were sent to the office for speaking Creole, and the teacher had 
not tried to ask what was happening or being said first.  
Patricia: I don’t know, it was one of those. She said something and then she 
thought that Cassidy said something bad. I don’t know if it was seventh grade 
or eighth grade. 
Daniela: And then when Erica tried to explain to her that she didn’t say, she 
still told Cassidy to go to the office. 
In the other group, Carmina talked about a similar incident that had occurred more 
recently. 
Carmina: Like a couple of days ago, one of my friends—like we were in 
homeroom and like one of my friends, like the teacher just yelled at her. And 
she wanted to talk to me in English even though it wasn’t because of like why 
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the teacher yelled at her. But she was just talking to me in Creole and the 
teacher thought she was being rude and just sent her out. And inside of me, I’m 
like, “Why would you send her out for no reason? You don’t even know like 
what was she talking about.” 
Again, the participants express their frustration at the negative assumptions associated 
their home language and the unfair treatment that results from these negative 
assumptions.   
These assumptions are not limited to faculty members or school authority 
figures. I also asked the groups what they would do if they were speaking Creole in a 
group, and another monolingual-English speaking student were to join the group. 
Would they switch to English or continue speaking Creole and why? A related 
question was how they think other monolingual English-speaking students feel about 
their multilingualism. They had many similar responses about switching to English, 
and about individuals thinking they were talkin’ bad in Creole. 
Patricia: Like some of them do like—whenever we’re speaking our own 
language, like some of them go talk with their friends and then they be talking 
about us and stuff like that. When we speak Creole. 
Daniela: Like in the morning, because like we stay outside and there’s people 
that don’t speak Creole. So then like I try to speak English because like maybe 
if you speak Creole, they think that you’re talking bad about them. So that’s 
why I don’t really like talking Creole when there’s people that doesn’t talk 
that, because then they think that we’re talking bad about them. 
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Vanessa: Or like we’re just looking around, but we’re still talking to that 
person, they might feel like, “Oh, they’re talking about us in their language and 
like not the way so like we can understand it.” So I feel like they would feel 
like we’re saying bad stuff about them. 
The participants are very aware that, much like some teachers and school faculty, 
other students sometimes assume that if they speak Creole or Portuguese they might 
be speaking about them in a way they don’t want them to understand. They are very 
self-aware and seem to self-monitor in these situations, as evidenced by some of the 
following anecdotes: 
Daniela: Oh um like we be having class, just like with Mr. Woods and we have 
this one kid Ryan—he sits with us in like a group. And like Naima and them 
always try to talk like in Creole and stuff and I be telling them, “Oh, I feel bad 
for him because he doesn’t understand what we’re saying and he might think 
we’re talking about him or like talking about bad stuff and stuff.” So I be 
trying to tell them like to talk in the same language as him. Even if it’s hard, 
but like just try a lot like to talk in the same language.  
Here Daniela says she feels bad for the student who does not understand Creole; she 
expresses “feeling bad for him because he doesn’t understand” possibly because she is 
making her own connections to times when she did not yet understand those around 
her. She is sensitive about not wanting to leave him out of the group, and also to the 
possibility that he may feel they are “talkin’ bad.” Here she shows her consideration of 
other students, along with her understanding of their situations.  
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The participants also gave examples of times when they self-monitored and 
“switched their language,” to English, or even translated because they were concerned 
a peer would assume they were talkin’ bad. 
Vanessa: Mmhmm. I’d be like—I feel like they think we’re talking bad, so 
like— 
Carmina: Mmhmm. 
Vanessa: Let’s just like talk in their language.” 
Tamina: (Creole) 
Nory:  (translation) She was having breakfast and she looked at this girl’s 
shoes and she has nice shoes. And then the girl said, ‘Are you talking about 
me?”… 
Tamina: No, I’m just saying like you have nice shoes, that’s all.  
Nory: Yeah, she said, “You have nice shoes.” 
Tamina: And then (Creole) with her friends. (Creole) 
Nory: (translation) Then she started talking with her friends, but she didn’t 
care. 
Luiza: Or like trying to start a fight, like when we’re not 
Carmina: I think they might feel like—like she says, we’re probably trying to 
start a problem. Because like most Cape Verdeans, when they speak Creole, 
it’s like loud and it’s like kind of—it’s kind of like you sound aggressive when 
you’re not. 
Maira: and when they like talk, they just do body language and then they just 
look everywhere, like—like if you’re whispering to somebody in Creole and 
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then like that person is just looking at that person and then um—and then that 
person thinks that you’re talking about them, it’s going to become into a fight. 
Here the participants are expressing their experiences as they have dealt with peers 
who assumed their use of Creole or Portuguese was to hide an antagonistic speech act. 
Temporarily, because they describe how body language and volume may be 
misperceived as building tension as if gathering for confrontation. In Tamina’s 
experience, she even tried to translate for the girl whose shoes she had been admiring, 
to both give her the compliment and to clear the air and diffuse the situation. It is still 
unclear if the girl believed her explanation or not. 
I also asked the participants about what happens if they are speaking and a 
monolingual speaker of a language other than English were to enter the group or 
conversation. Many participants spoke of being home or with their family members 
and being told to speak Creole. It’s the reverse of their experience at school, where 
they were told to speak just English. At home, they seemed to often be told to speak 
just Creole.  
Tamina: (Creole) 
Nory: (translation) The mother reacts the same ways as the teachers 
Andrea:  Yeah. Like when like my dad says something to me and I get mad at 
him, I’ll go English and Creole. And he looks at me and he goes, “Stop talking 
back.” I’m like, “I’m not even saying anything bad.” 
Nory: (Laughs) 
Patricia: I feel like they think that we’re being fresh because we know how to 
speak English and they don’t. 
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Tamina: (Creole) 
(Laughter) 
Nory: (translation) So she has an aunt who she’s short, but every time they say 
that in English she says, ‘I’m going to Google it and find out what you’re 
saying about me.’ (Laughs)” 
Tamina says her mother reacts just like the teachers; it is just flipped -- instead of 
English only, it is Creole only at home. Andrea has similar experiences when she 
speaks English and her father, like the teachers at school, sometimes assumes she is 
talking back, or talkin’ bad because it is in a language he does not understand. The 
parents here both seem to assume this use of English is intentional, much like how the 
teachers assume the use of Creole is intentional. As Patricia says, “they think we’re 
being fresh” because as she says, the girls know how to speak a language that they 
(parents or teachers) do not.  
The participants also described their experiences hearing others speak in 
languages they did not understand, and some shared insight into feelings outsiders 
might have. First, one participant shared a story about going to a nail salon with her 
mother. The women in the salon spoke a different language from her and her mother: 
Luiza: When you go to the nail salon or whatever, like most of like the Chinese 
or Japanese ladies—I think—they be doing your nails and they be talking in 
their own language. Most people be saying that they be talking about people 
and stuff. 
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Maira: And she was just like saying um something to the other girl and they 
started laughing and my mom got mad. My mom’s like, ‘They’re talking about 
us.” 
Carmina: Yeah, but like some people uses their like—some people use like—
just because they talk two different languages, they could like use the other 
language that like nobody else knows to talk about people or like say 
something mean, something racist and stuff. 
This provided evidence of her relating to this feeling of an outsider when it comes to 
not understanding what is being said around her, and the connection her mother has to 
this theme of talkin’ bad as it pertains to the nail techs. Clearly, they understand the 
feelings one may have when unsure of the context of another’s speech in a different 
language. This also was connected to the participants understanding for faculty’s 
occasional unease with the unknown context or meaning in student’s speech around 
them. 
Vanessa: So I like—I feel like they should put themselves in you guys’ shoes 
too, because it’s not—it’s like not fair that they’re talking bad about other 
people in certain languages. 
Niria: I think that’s why teachers want kids to mostly speak English, because 
they don’t want to like hear them cussing out other people or like themselves. 
Vanessa and Niria, like Carmina earlier, demonstrate sensitivity to and understanding 
of others regarding how they may feel around language they do not understand. 
Vanessa shows sympathy for the teachers and staff, because she has seen and heard 
this happen before by students, and also because she may be making a connection like 
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Carmina earlier to a time when she remembers feeling uneasy about what is being said 
around her. Niria also expresses an understanding of the teacher’s role as a monitor of 
student behavior; she understands that teachers watch the way students speak to and 
treat one another. She recognizes that a teacher wants to be aware and able to 
understand if there is a problem with the way one student is speaking to or about 
another. 
 The repeating idea talkin’ bad refers to the participants’ interpretation of other 
people’s assumptions about their speech or speech acts as being rude, inappropriate, or 
unkind. In these scenarios, typically the other person is assuming that the participant is 
using another language such a Creole to mask or hide what it is they want to say from 
certain listeners. The participants feel that the observing listener is profiling their 
language use as language misuse with malicious intent. In the experiences shared by 
the participants, they were typically scolded, addressed or confronted by the observing 
listener. This is different from the next repeating idea, in which the participants 
describe instances when they sensed other listeners were annoyed, irritated, or 
bothered, by the participants use of another language; however, the listener did not 
necessarily believe themselves to be a target of language misuse, or malicious intent, 
as was the case with the recurring idea talkin’ bad.  
Repeating Idea: Annoyed 
The repeating idea Annoyed refers to the participants’ perceptions of others as 
being annoyed, frustrated or irritated with their multilingualism or use of another 
language. I asked the groups how they think monolingual speakers feel about their 
speaking a different language.  
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Carmina: I feel like sometimes they get like annoyed with us like speaking a 
different language. Like they don’t understand us. So then they will say, ‘Oh, 
can you guys speak like a different language so we understand what you guys 
are saying?”  
Daniela: Some of them might be like surprised that we can speak another 
language. But sometimes they get mad at us for speaking another language that 
they can’t understand. (Announcement) Like I was saying, some of them 
actually gets mad at us because they cannot understand what we’re saying. 
And they’re like—they get mad. 
Carmina and Daniela both seem to feel other students are annoyed or irritated because 
they cannot understand when the girls speak Creole with their peers. Daniela says that 
the students sometimes are surprised, which seems a good thing, but that the students 
also seem to get mad when they feel they may be missing out on what they are saying. 
Patricia: Like whenever we come in in the morning, if we’re speaking Creole, 
like the teacher—like I feel like sometimes she gets mad because she doesn’t 
like us speaking Creole, because she’s going to think we’re saying something 
bad or something like that. 
This annoyed or “mad” feeling about being left out is not limited to just other students. 
Here, Patricia is explaining that teachers often feel the same way. In this anecdote, the 
teacher does not tell her to speak English; in fact, the teacher does not say anything at 
all. Patricia is observing and assuming on her own that the teacher is annoyed or 
“mad” that she does not understand. Likely because of the look the teacher may be 
giving, or related comments she may have heard the teacher make either in the 
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moment or in the past. This perception leads to Patricia’s assumption that the teacher 
is irritated, bothered or annoyed because she feels they students are likely, as Patricia 
states, “saying something bad or something like that”.  
             Theme 2: - Negative Perceptions. Through the coding and analysis of my data 
I found this second theme: that of negative language perceptions. These are negative 
views of student’s language and language use imposed upon the students by those 
around them. The two recurring ideas that support this theme were Talkin’ Bad and 
Annoyed. Both of these recurring ideas involve how the participants feel that others 
who do not share that language view them while they are speaking with friends, peers, 
and family or community members in a shared language. These others mainly being, 
teachers, adults, administrators and also other students who do not in this case speak 
Cape Verdean Creole or Portuguese. Or reversely, speaking English around family, 
friends, and community members who may not speak English also. 
  The way participants feel they are being viewed or judged based on their 
language use affects how they choose to use their language, and also which language 
they may choose to use in certain spaces, or when surrounded by other people. This 
may mean using a language they know others will not understand as a means to keep 
privacy in their conversation, or instead to use English, a language they know others 
are likely to hear and understand around them as not to have others assume or 
misjudge their conversations.    
          Construct 1 - Separate Spaces: “A time and a place.” The construct of 
Separate spaces: “A time and a place” refers to spaces, both physical and 
psychological, that EB students encounter throughout the course of their typical school 
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day. Physical spaces include home, school as a whole, and sub-spaces within the 
school: classrooms, cafeteria, gymnasium, ESL classes, mainstream classes, hallways, 
or the main office. These physical spaces often contain visible representations of 
language and language expectations, such as signs, lists of rules, directions, books, 
class texts, pamphlets and handouts. These visual representations of language convey 
meaning -- both through the words themselves, and through their existence - about the 
expectations of which language to use in that particular environment. EB students also 
experience existence in different psychological spaces within and between these 
physical ones. In these psychological spaces, EBs must consider, evaluate, sometimes 
translate and plan their language use. This negotiation also involves constructing 
meaning in and between languages and contexts.  
Schools by their nature as American public institutions are often conduits of 
dominant American culture and ideologies. According to Antonia Darder (2012), “The 
dominant culture refers to ideologies, social practices, and structures that affirm the 
central values, interests, and concerns of those who are in control of the material and 
symbolic wealth in a capitalist society” (p. 28). In these cases the subordinate culture, 
on the other hand, refer to those groups of people who exist in social and material 
subordination to the dominant, in this case English-speaking American dominant 
culture (Darder, 2012). In US school spaces, the subordinate culture groups are those 
whose native language is one other than English.  These are the EB students I work 
with.  In its campaign to maintain power, the dominant culture resorts to the 
marginalization of subordinate cultures. Darder (2012) explains: 
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It is significant to note that subordinate cultures are maintained in oppressive 
conditions not only through the dominant culture’s function to legitimate the 
interests and values of the dominant groups, but also through an ideology that 
functions to marginalize and invalidate cultural values, heritage, language, 
knowledge, and experiences which fall outside the purview of capitalist 
domination and exploitation—significant dimensions which constitute 
essential elements for survival of subordinate cultures (p. 29).   
Schools therefore are a means of both educating students in the ideologies of the 
dominant American culture while, at the same time reproducing and perpetuating 
these values and interests. Many of these views and ideologies oppress those whose 
native language and culture is different and is therefore viewed as in opposition to the 
dominant American culture and language. As Darder (2012) states: 
Culture and ideology are then linked through the production of all forms of 
consciousness, which include ideas, feelings, desires, moral preferences, and 
subjectivities. In this respect, schools play a major cultural role as sites where 
ideologies are produced, and perpetuated in society (p. 31).  
This internalization becomes a serious problem when the roles and ideologies being 
produced and perpetuated convey strict superiority of the English language and 
dominant culture over all other languages and cultures. This internalization devalues 
and even belittles languages and cultures that are in any way different from the 
dominant monolingual-English majority.  This belittling occurs through a twofold 
process Darder refers to as language domination. First, the language that many 
bicultural students bring with them to the classroom is stripped away and 
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systematically silenced through values and beliefs that render it inferior to Standard 
English; second, traditional literacy processes in American school perpetuate 
subordinate social relations through approaches which discourage development of 
critical literacy among working-class bicultural students.  
EB students constantly undergo influence and receive messages from the 
media and society telling them their native language and culture are inferior by the 
dominant American culture’s standards.  When schools, institutions that purportedly 
provide equitable opportunity and education, legitimate and reproduce unequal 
division of power and resources between groups on the basis of valuing one language 
over another, they participate in what Macedo, Dendrinos, and Gounari, (2003) call 
linguicism. In schools, linguicism takes the form of not allowing students access to 
their native language, keeping them from speaking or using their language within the 
school, these acts send messages to students that their language is not welcome and 
not legitimate in these particular institutional and academic spaces. Phillipson, as cited 
in Macedo, Dendrinos, and Gounari (2003) defines linguicism this way: 
Ideological construct [that] essentially involves the dominant group/ language 
presenting an idealized image of itself, stigmatizing the dominant 
group/language, and rationalizing the relationship between the two, always the 
advantage of the dominant group/ language (p. 90) 
It is widely understood that a goal for students attending school in the US is to read, 
write and speak using academic English for the purposes of advancing their academic 
education here in the US. This ideology sets the dominant English language as the 
ideal and predominant over others within the school context. This ideal is perpetuated, 
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however, in ways that can be belittling and damaging to perceived value of other 
language when other languages are discouraged or even forbidden in schools and 
school spaces. These messages make clear the idea of the English language as being 
the ideal and the advantageous over any other languages within the school spaces.   
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Navigating 
 Student participants clearly expressed that they experienced a separation of 
their home and school spaces, both physical and psychological.  In this next construct, 
I tell their stories of how the participants navigate between these spaces.  I follow the 
same analytical trajectory here, moving from repeating ideas to themes and then to the 
theoretical construct. What is different is the tone of this construct.  Where the first 
construct defined the demands of straddling separate worlds, this second construct 
describes the personal and social mechanisms participants employ to do so. 
Repeating Idea: Self-Affirming 
The foregoing data described how the participants’ beliefs about how others 
feel about their multilingualism.  I wanted to know how they felt about it. The 
following quotes from the data show the participant’s self-affirming ideas about the 
importance and value of their multilingualism.  
Daniela: I feel happy. 
Tamina:  That’s good. (Creole) more than one language. 
(Creole language) 
Nory: (translation) It’s important to go any place that you know more than one 
language. 
Tamina: Like if we travel. 
Nory: If you travel, thinking about later on with career. 
The value of multilingualism for travel came up more than once. Here it is simply 
stated by Tamina that it is good for if they travel, but later it is discussed that it is 
beneficial to help others while they are traveling. In the following segment, Patricia 
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describes that she feels her multilingualism is beneficial because it can help her with 
jobs and career in the future.  
Patricia: like sometimes it’s good because if you think about the different jobs 
that there is, like there’s like different languages that people speak at different 
jobs. That one’s good if you’re—I forget what that thing is called. 
Abbey: Multilingual? 
Patricia: Yeah, multilingual. 
Patricia: I feel good. 
Andrea: Yeah, it does. It does feel good… 
Niria: Proud.  
Carmina: I feel like I’m blessed. 
Vanessa: Like I’m blessed and proud. Because I feel like—I feel like in the 
future, like I could help—even now, I feel like I can help a lot of people who 
don’t have the experience of helping themselves. 
Vanessa: So I feel like I’m really blessed with that. 
Luiza: I feel proud too. 
Here again, a source of pride for Vanessa is her ability to help others by translating or 
communicating in multiple languages. She says it makes her feel “blessed and proud.” 
The participants shared a common feeling of being proud of their multilingualism, 
which was an encouraging sign for me. It seems they have multiple people in their 
lives encouraging their multilingual development and reinforcing the ideas that they 
can use their multiple languages to travel, broaden their career potential, and to help 
others.  
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Repeating Idea: Wanting to Learn 
 Throughout the course of our group discussions, the participants also expressed 
multiple times their desire to continue to learn multiple languages: English, Cape 
Verdean Creole and/or Portuguese. Participants talked about continuing to practice 
using the languages to help them learn more, as well as continuing to study languages 
to learn more.  
Patricia: And then like sometimes I want to like speak something else other 
than English, because I want to learn more about that— 
Abbey: About that other language? 
Patricia: Yeah. 
Vanessa: But sometimes when I’m on the phone, it’s like, ‘Well, I’m going to 
speak English so I can actually learn more about it.” 
Both Patricia and Vanessa want to continue to practice the English language because 
they seem to believe that the continued practice will help further develop their 
language skills. The following is a response by Carmina to a question I asked about if 
or when the participants feel pressure to speak English in school. 
Carmina: Oh this class I feel pressure to speak English because I’m trying to 
learn more than I know….  In this English class, I feel pressure to speak only 
English, because I’m trying to learn more of the English. 
“This class” to which Carmina is referring is our ESL (English as a Second Language) 
class. Carmina feels she needs to practice using her English a lot in this class because 
she wants to learn and further develop her English skills. It seems she chooses to 
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really focus on in this particular class because she can get specific support for her 
English development.  
Vanessa explains that she is trying to learn Creole because she now speaks 
mostly English; at the same time, however, she finds learning English much easier, 
likely because she is admittedly using it more.  
Vanessa: Like I’m trying to learn more Creole because I feel like I’m mostly 
into English… I feel like for me, I would say I want to learn more English 
though, because I feel like—it’s like easier for me. 
Vanessa also likes to practice her English in school where she knows she can get 
support because, as she later explains, she is trying to in turn provide support to her 
own mother and brother at home as they are struggling to learn English (p. 79-81).   
Repeating Idea: Positive Messages 
The repeating idea of positive messages refers to messages passed along to 
participants from other people in their lives and in these different spaces: school, 
classes, and home communities. These people may include teachers, school personnel, 
family members, and friends. These are positive reinforcements and messages about 
the value and importance of the participant’s multilingualism and multiculturalism.  
Abbey: How do you think monolingual teachers feel about your 
multilingualism?  
Daniela: They’re amazed mostly.  
Daniela: Because they said like, “Oh, I wish I could speak another language 
like that, so I could have the ability to help other people and understand what 
they’re saying mostly.” 
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Andrea: Because like some teachers doesn’t mind if you talk Creole. Even if 
they’re like—even if they don’t speak, they have like trust in you. Like even if 
they—like for example, there’s some teachers that you talk Creole. And after 
you say like nothing bad, like everything’s like positive and stuff 
Tamina: Some of the teachers are actually—they like—they act nice and they 
support you with it. 
Participants express feelings of encouragement from teachers who they feel “support” 
their multilingualism. Daniela’s response is a very explicit message about some 
teachers’ admiration for her ability to speak another language and to use that ability to 
help others. Andrea and Tamina express that kindness shown by teachers, and their 
willingness to allow the participants to speak Creole around them without reprimand, 
is encouraging to them. According to Daniela this shows a level of trust in the 
participants, the teacher does not assume they are using the language to mask or hide 
something they are saying (as in Talkin’ bad.) 
Niria: I hear from like students and teachers that it’s like a good thing to speak 
more than one language and that they like want to learn to speak more than 
one. 
Maira: Yeah, it gets you a better job. 
Niria: Some people will say, “Oh, you guys should be lucky. You guys speak 
more than one language.” 
These positive messages reaffirm that the participants multilingualism is a good thing, 
others in this case believe they are “lucky” and, as Niria states, “they want to learn to 
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speak more than one [language],” which suggests their envy and admiration of her 
multilingual abilities. 
Maira: Um I’m guessing some teachers might think it’s a good thing, because 
like I said yesterday about the good job, because my mom always tells me that 
it’s good to learn like other language. Um and I’m guessing others might just 
be jealous. 
In this excerpt, Maira is expressing again the idea that she receives positive messages 
about how her multilingualism will help her with jobs and her career in the future. She 
also mentions, as have other participants, that “others might just be jealous” showing 
their envy of her language and communication abilities. She was not the only 
participant to mention or allude to other people being envious or admiring her 
multilingual abilities. She describes the way teachers encourage her and her 
multilingual abilities as well. Seemingly more important to her than their possible 
envy, Maira spent time expressing her belief that some teachers are proud of their 
multilingualism: 
Maira: I feel like they’re most proud like for the future—for like our future. 
They’re like, “Oh, you’re going to get a better education and you’re going to 
get a better job, like since you speak more than one language.” 
Here, Maira again affirms that some teachers and other students are proud of her 
abilities and, believe that her multilingualism means she will get a better education, 
which will lead to a better job. Thus, Maira’s comments add to the others participants’ 
emphasis on the future dividends of multilinguism. I also asked how the participants 
think their parents and families feel about their multilingualism. 
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Andrea: Orgulhoso (Creole translation of “proud”) 
Tamina: Yeah, I feel like they’re proud. 
Daniela: Orgulhoso (Creole translation of “proud”) 
Patricia: They say, “One day you’re going to help me.” 
Tamina: But my dad is actually proud that I know like another language and I 
know how to say like better than him. 
Carmina: Yeah, like my mom always says like, “It’s good for you to learn.” 
Because like, for example, like if I want to go like to college like somewhere 
else where they don’t speak English or Creole, it’s always good to like learn 
other languages like that when you go, you don’t get frustrated that you don’t 
know, or you don’t get depressed or like you don’t feel like you’re helpless or 
something like that. Yeah, like that. 
Carmina here references positive messages that her mother sends about her 
multilingual abilities, and her possibilities both for travel and pursuing higher 
education in the future. In that message, however, is an undercurrent of a story.  She is 
being validated in her multilingual abilities, as well as encouraged to continue to 
develop those skills in order to broaden her horizons for academic, career and travel 
possibilities. At the same time however, it is also clear she is called upon to help those 
same family members with their English, which could potentially hold her back from 
going farther in her own language development or she could be unable to still help and 
support them.  
Vanessa: But my dad is actually proud that I know like another language and I 
know how to say like better than him. Because he came here like 14 years ago 
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and like he knows, but he doesn’t know like a lot of language, so sometimes I 
have to help him. 
Carmina: And they’re like—they feel like, “Oh, like you’re lucky that you 
speak two languages, because someone can go up to you in Creole or in 
English and you can still help them.” So I feel like they would feel like, “Oh, 
you’re really lucky for that. And I feel like it’s going to get you a better life.” 
Vanessa’s response has two interesting components. The first is that her father is 
proud of her ability to speak English. Like Tamina, who mentioned her father was also 
proud that she now knows more English than he does. The second however, is the 
corollary of her ability to help him navigate the English dominated spaces that he 
encounters. This responsibility is double-edged, developing agency in the child but 
also sometimes causing frustration. For an example of this, see Daniela’s previous 
description (p. 8) of helping her grandmother navigate the health system, Carmina also 
explains that her family encourages her to use her language to help others, and that 
these abilities will also help her to live a better life in the future.  
I also asked the participants how they would know if someone was proud of 
their multilingualism.  
Vanessa: She was like, “Oh thank you.” I like—she was like, “Oh, I wish I 
could tell her.” And like she said, “Oh, I wish I could speak that language too, 
so I could explain to people too.” 
These messages came from a school administrator for whom Vanessa had served as a 
translator between her and another student. The administrator was thanking Vanessa, 
expressing her desire to be able to communicate with the other students in another 
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language, as well. This message from an administrator in the building validated the 
importance and value of Vanessa’s multilingualism. EB students such as Vanessa 
latch onto such messages of validation; they stand in stark contrast to,   the negative 
messages so often encountered in school. 
Repeating Idea: Helping.  
Vanessa’s encounter with the school administrator serves as a bridge to the next set of 
repeating ideas: that of using their emerging translanguaging abilities to help others. 
The participants discussed how they could help to translate for individuals both within 
school contexts and spaces, as well as their homes and communities.  
Andrea: Because like sometimes in school there’s more people that you can 
help with, but sometimes outside of school there’s even more people that you 
can help with. So it depends. 
Tamina: Sometimes I use it in school too. Like the other day, Miss Ryans was 
telling a girl that she couldn’t wear the ripped jeans up to here—she was new. 
So I was trying to—I explained it to her. Sometimes I use it both, like outside 
school and inside school.” 
Here, Tamina is talking about a time she helped to translate school rules about dress 
code and ripped jeans for a school administrator to a student. To Tamina, this seems 
important because she is able to help a more recent newcomer to the US through a 
possibly embarrassing and potentially confrontational encounter with the administrator 
in the building. Violation of dress code typically results in disciplinary action, 
something that Tamina is helping the student to avoid both on this particular day, and 
in the future by helping her to understand the schools rule, and to communicate to the 
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administrator that the girl did not understand. She seems to enjoy helping because she 
connects with experience and challenges she had in the past a new student navigating 
a new language in a new school with its own rules.  She is also helping the 
administrator to understand the challenge and misunderstanding of the other student. 
Other participants also expressed how their ability to help was meaningful and 
self-affirming to them.  
Andrea: Oh yeah. Because um it was this one day that this lady was at the 
office. She was trying to get this—her—I forgot if it was her daughter or her 
son to get dismissed. And I was there waiting for my mom to come, me and 
my brother and my cousin. And then after—because like I was speaking Creole 
with my brother and my cousin. And after she asked me if I could tell them. 
And after when I did, she said, “Thank you,” and after she was smiling and I 
could see that she was happy that I could translate for her. 
Note Andrea’s emphasis on how her translating abilities made an adult smile. This is 
in stark contrast to the multitude of times that speaking Creole made others irritated. 
  There were many examples of how the participants have used their 
Multilanguage abilities to assist both teachers and faculty, and other students in 
school. The following are examples of times when participants recounted helping out 
in the school’s main office as translators for both parents of students, and for students 
themselves. 
Daniela: One time her mom came to pick her up and she was outside and she 
was like, “Oh, do you speak Creole?” And I was like, “Yeah,” and she was 
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like, “Oh, I’m looking for my daughter.” And then I was like, “Oh, I seen 
her—the last time that I seen her was with Miss Bloom.” So yeah, I told her. 
Andrea: I feel like—I feel like, though, it’s good to be multi-language, because 
if there’s some kids that come in and they only speak one language and there’s 
like no adults in the building that can explain, I feel like it’s good for like a 
student to help. 
Participants also gave examples of times they have helped teachers to translate during 
class, taking a huge burden off both the teachers and the students whom they were 
helping. Both parties in these cases benefit greatly from the participants’ 
multilingualism and willingness to help.  
Patricia: Yeah, and this other day in homeroom, um Miss Bloom asked me to 
like translate something to the new kid that only speaks Creole. 
Patricia: Oh like if a new student comes in class, like she usually asks, “Oh, 
can you translate this for me?”  
Andrea: Like if someone needs help with something, they can be like, “Oh, can 
you do—“ Like instead of like them going to find someone like from 
wherever, you can be right there at that moment and they can just be like, 
“Okay, can you translate for me?” 
Participants also gave examples of how they can, and how they have, used their 
multilingualism to help others in their communities outside of school.  
Andrea: It does feel good because like—like in Clarkston, mostly there’s 
people that speak Creole and English—so like if you go to like the restaurant 
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or something like that, like that you can understand what they’re talking about, 
and you can also help people if they don’t know a language. So that’s good.  
Daniela: (Creole)  
Nory: (translation) If you go to a store and there is an old man that doesn’t 
know how to express himself, you can help that person. Yeah, especially if you 
know how to speak more than one language—two languages are even better. 
Many also gave examples of how they are a main translator for their parents or 
families. These examples refer specifically to helping their moms both to develop 
English and to navigate English-dominated spaces in their communities: 
Andrea: Like last time my mom—because like her phone has my cousin’s 
email on it. And I told my cousin—I was texting her so she could send me the 
password. And after it took a while, so then after we had to go to T-Mobile and 
after I had to go explain to the guy what my mom was saying and stuff like 
that. 
Vanessa: I be like, “What did you just say? Because that—I didn’t—I—“ She 
be like, “I was trying to say—“ I’m like, “That’s not how you say it.” And then 
I actually tell her how to say it.” 
Carmina: She’s always like listening so she can learn. So yeah, I’ll probably 
like say it more than once like that she can like get it into her head and see like 
an example of what it means. Or if the word sounds a little bit like it does in 
Creole, then she’ll probably like get an understanding of it. 
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One English dominant space that came up multiple times with regards to requiring 
translation assistance was the health care world. In both groups and at multiple times, 
participants talked about needing to help translate in this space: 
Maira: like wherever I go, like my mom—out of all my siblings, she brings me 
everywhere with her—like to the store or hospital. Like I translate for her 
instead of them calling the interpreter at the hospital.” 
Carmina: Oh, like at the doctors if they don’t have any interpreter, like if the 
only child—if like only me and my mom is there, like I probably could like 
explain to her what the doctor is saying in English. And the doctor might say, 
‘Thank you,’ like behind her back.” 
I explore this topic later in the analysis section as a source of translation stress for 
many participants. It is important to note here because the participants are still 
expressing their desire to help with translation, even though later they express the 
stress and pressure it can cause. 
Participants also expressed their desire to continue to help even more in the future to 
translate, and to help others learn and understand multiple languages as they do.  
Vanessa: Because I feel like—I feel like in the future, like I could help—even 
now, I feel like I can help a lot of people who don’t have the experience of 
helping themselves. 
Vanessa: Like you can just come up to me and be like, “Oh, do you speak 
Creole?” And I’ll be like, “Yeah.” And they’re like, “Oh, can you help me 
translate?” And then I’ll just do what I can and help. 
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Vanessa: Like it would just go on until you have like more people that you can 
help. 
In Group B’s discussion session, the participants talked about their desire to teach 
some of their teachers to speak another language, to share their knowledge: 
Maira: Like it would be very exciting to help teachers that want to learn 
different languages. 
Luiza: I like teaching teachers like how to speak Creole. 
Maira: Like there’s—I had one fourth grade teacher that loved Creole. Like 
and I always—after school, we’d always sit down and like I tried teaching her. 
We would—I would write a word and we’d just teach each other back and 
forth. And like ever since, like—like I hoped for more teachers to learn Creole. 
I like helping them—like I want them to understand Creole. It’s just fun. Like 
my math teacher, I said something in Creole and he would just—he would just 
try to repeat me and it was just a funny word he said, and it was just funny. 
Here Maira describes an experience with teachers that helped to affirm her self-value 
as a multilingual speaker, as well as the affirming that her multilingual abilities were 
valid and worth sharing -- so much so, that her teachers wanted to share and learn 
from her. This seems to have also strengthened her relationship with these teachers, as 
well as increasing her comfort and enjoyment in those classroom environments.   
Theme 1 - Encouragement and Validation. This theme of encouragement and 
validation emerged from the repeating ideas that showed the participants understood 
the importance and value of their multilingualism as they navigate multiple spaces 
throughout the course of their daily lives, and in their futures. This was evident in a 
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few different ways. The participants expressed their own beliefs about their 
multilingualism, as well as their desire to learn multiple languages, positive messages 
they had internalized from interactions, and their desire to use their language abilities 
to help others.  
It is important to note that participants cited examples from both school and 
home communities. Thus, they have begun to develop a sense of efficacy and self-
worth even in the face of the challenges described in Separate spaces. The theme that 
follows describes some tools these participants use to develop the skills they have 
come to value. 
Repeating Idea: Tools and Strategies 
Throughout the course of the discussion, an emergent, recurring idea was that of tools 
and strategies the participants utilize to help them navigate their language use. Some 
are means of translation, such as Google Translate and YouTube. Tamina offered a 
representative anecdote in Creole that Nory translated: 
Nory: (translation) So she has an aunt who she’s short, but every time they say 
that in English she says, “I’m going to Google it and find out what you’re 
saying about me.” (Laughs) 
Many participants talked about using Google Translate to help with their 
comprehension, reading and writing, and text messaging. The results, however, varied:  
Tamina: (Creole) search in Google. Portuguese.” 
Daniela: Like when—sometimes when I’m trying to text something to my 
mom and I want to explain to her the whole thing, I’ll Google translate it to 
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Portuguese. When I go read it over, like some words I’m like, “I never wrote 
that.” 
Nory: Yeah, it’s more Brazilian than Portuguese—more from Brazil. And 
we—sometimes they’ll ask for me to read those words and I’ll say, “Okay, I 
still don’t know what this word means.” 
Patricia: Sometimes for our history class, like I go—because he lets us go on 
Google to search up the question and then find the answer. So when I go, I 
search up the question and then I always get the answer wrong. I always 
wonder why that is, now I know. 
Tamina: (Creole) YouTube. 
There are many factors to consider when using any translation software. First, 
grammar is rarely calculated or changed. Also, in the case of Portuguese there are 
really two versions; Brazilian, and European Portuguese (from Portugal). These 
Portuguese options are the closest relatable languages to written Cape Verdean Creole, 
because there is currently no written (agreed upon) form of Cape Verdean Creole. 
Therefore, the translations they are getting through the computer software are in a 
language (Portuguese), which is still not the same as Cape Verdean Creole. Sometimes 
students mistakenly put in Haitian Creole, not realizing that it is a different Creole all 
together. Resources such as Google Translate can be useful tools to assist the 
participants, as they explain. Still, the participants know they must learn to navigate 
these tools in order to use them successfully.  
Tamina: Like yesterday, (Creole) 
Nory: Yeah. (Translation) Portuguese and the translation was wrong.  
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Tamina: Thank you very much. 
Nory: She uses Google too, every time she needs something to be translated. 
Many participants brought up the challenges of texting in a multilingual family. Often 
individuals are texting in a language in which others may not developed written or 
literacy skills.  
Andrea: And then after she be sending me a big paragraph and I have to tell 
my sister to read it. My sister be like, “No, I’m not reading it. Weren’t you 
born in Cape Verde? I’m not reading nothing.” And I have to like find out 
what she’s trying to say and it’s very, very hard.  
Daniela: Yeah, I agree with her, because my mom’s in Cape Verde and when 
she writes in Creole, like sometimes I think like—she writes like these words 
and I’ll take like one hour just trying to figure out what that word means.  
Patricia: Yeah, when my mom texts me when she’s at work to check up on me, 
sometimes I’ll be having a hard time translating what she’s saying. And I’m 
like, “Mom, you need to learn English.” 
Thus, even the informal world of text presents challenges to the participants. They 
have two basic resources to navigate these difficulties: Some still utilize Google 
translate for help, and others seek the assistance of other family members to help them 
read and understand messages. 
Vanessa: I usually use like either my—like my sister, she can kind of 
understand now that she started school again. It’s like oh she knows—she 
knows some of the words too. So like if I don’t know like what—how to say it, 
I either use like Google Translate or like I get my sister-in-law and I tell her, 
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“Oh, I don’t know how to tell my mom this. Like how do I say it?” And then 
she says it. For example, the whole semi thing, my mom didn’t know what it 
was. So like I had to like use like when the high school has prom and other 
stuff. And then I had to ask my sister-in-law if she knows what it is and to 
explain it to my mom and then she got it. 
Here Vanessa was referring to the eighth grade semi-formal dance at the end of the 
year:  concept that does not have an equivalent word-to-word translation, or a very 
equivalent experience to compare. Therefore, in addition to asking a family member 
for help, Vanessa used another strategy which was to compare the semi to another 
similar concept, prom. This was another useful strategy we use in language learning 
and development and Vanessa’s application of this strategy in this instance 
demonstrated her resourcefulness.  
Vanessa: I could read some stuff—not all. Some I would just be like I don’t 
even know what it is and then I have to ask my sisters and others. Because 
mostly like my dad writes in Portuguese, so like I could read some stuff, but 
not all. And then my sister is like—has like this um school stuff that she 
translates it into Creole. So it’s like I try to read it, but it’s like kind of difficult. 
Carmina: And like it’s hard, because like if you are texting your own parent 
and like they say something important, then you have to ask somebody. And if 
somebody’s not around you have to go to Google Translate. 
Vanessa: So like for my brother, I have to go to Google Translate, I have to be 
like look in English, like is this correct? And then I’ll be like, “Yay, I was 
right.” And then—ad if it’s not, then I have to—and then he goes, “What did 
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you say?” And then I’m like, “I have to go to Google Translate now,” and then 
I come back. 
Carmina: My mom be doing that too. Like she be texting me in Creole. And 
like I’ll go to Google Translate, but there’s no Creole—there’s only 
Portuguese. 
Vanessa:  I feel like once I translate it, though, I like—it helps me like for next 
time. Because like once I type it and then it shows it to me, I actually read it to 
myself once again. So like I can process it in my head and be like, “Oh, this is 
how you type it because I remember it from last time.” 
Abbey: Right. 
Carmina: So I feel like it’s helpful sometimes. 
Vanessa uses Google translate to help translate in the moment like Carmina, but also 
explains that the practice of doing so helps her to remember the translation for the next 
time. She is using it both as a tool in the moment, and a tool for language learning and 
development. 
Vanessa: I think it’s more difficult like when you’re trying to find—for 
example, when you’re home and you have to translate like something to your 
mom, but like a certain word that’s in English and you just don’t know how to 
say it in Creole. That would say—like especially when I’m reading like—
(announcement)—especially when I’m reading like a letter to my mom like 
about her appointment or stuff like—I’ll be like, “Oh, you have such and such 
an appointment.” And she’ll be like, “What?” Like and I said it in English 
because I don’t know how to say it in Creole, but like I don’t know how to say 
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it and then she’ll call my sister-in-law to tell her. So I think that’s like the 
hardest part. 
Luiza: If someone’s around, I’ll ask them. 
Maira: If nobody’s around— 
Luiza: I’ll just give up. 
Maira: I’ll just Google it. 
Luiza is much more reluctant to try Google translate. This reluctance could be simply 
a choice not to try, or it could stem from her personal history: Luiza has been here 
since she was very young, meaning she did not learn to read or write much Portuguese 
before coming to the US. Her limited literacy compared to some of the other 
participants may make it more difficult for her to understand the Google translations in 
Portuguese.  Carmina voices another reason given for not using a translation tool: 
Carmina: My mom was kind of like that, but like if she asked me to get a card 
and stuff to read it to her, like if I don’t understand something then I’ll 
probably like call my brother. But same thing as Niria, like she always be like, 
“Oh, since you came here you’re forgetting your own language’ and stuff.” 
This idea of forgetting one’s language is another important repeating theme, which is 
discussed and developed, in the next construct.  
Repeating Idea: Facial and Physical Cues 
Another recurring idea that emerged through our group discussions was the idea of 
using facial and physical cues to help the participants navigate their language use. The 
participants discussed times when facial and other physical cues helped them to know 
if a certain context was a comfortable or safe enough one for them to use a certain 
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language. By this I mean using facial and physical cues to gauge whether they could 
speak freely in a certain language, or to translanguage without fear of being judged. 
Abbey: How do you know when a teacher is proud of your multilingualism? 
Daniela: (Creole) 
Nory: (translation) Facial expressions. 
A: Oh. 
Daniela: Like sometimes like the other day that we were here eating lunch with 
you, when you came to us and we were talking about it, you said that you wish 
you could speak another language. And we could like see it in your face that 
you actually meant it and you were like happy for us that we could speak 
multi-language too. 
Abbey: Mmhmm, cool.  
Andrea: (Creole)  
Nory: (translation) Yeah, facial expressions. 
Abbey: Facial— 
Nory: The other person’s face. Which is very great. 
Abbey: Yeah. 
Nory: They can look at the cues. 
Here Daniela and Andrea are referring to smiles and other happy expressions as ways 
to know when someone is happy for them to be speaking multiple languages, proud of 
their skills. Likewise, they can tell from these similar cues when someone if happy to 
have them speak different languages in their presence or around them. Next, Carmina 
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talks about another teacher for whom she has translated, who gives similar facial cues 
and expressions that  Carmina reads as pride in her abilities.  
Carmina: Oh like if a new student comes in class, like she usually asks,  
“Oh, can you translate this for me?” And when we do, she just says, “Thank 
you,” and like kind of in her face you can see that she’s like proud. 
Here, Andrea talked again about helping a parent and the front office to translate for 
one another, to help find a student within the building after school. 
Andrea: And after she asked me if I could tell them. And after when I did, she 
said, ‘Thank you,’ and after she was smiling and I could see that she was 
happy that I could translate for her. 
The Participants also described how they could tell from facial cues that they should 
not be using a certain language. In this case, Andrea describes how her parents’ facial 
cues tell her to speak in Creole, not English: 
Andrea: And then after we would talk in English, and then my parents, they 
would give us that look. And when they give us that look, we know what that 
means.  
Participants also talked about when they could tell from individual’s facial expressions 
and reactions in school that they should speak English and not Creole. 
Vanessa: I feel like looking at their face description. Because like I feel like the 
look that they just—that they give like each other or like the way that they’re 
looking at me is like the look I would give to someone if I felt like they were 
like talking about me… I feel like most, like I said, face expression. So they 
just look at you and they’re like—then they’re like, “Just stop.” 
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 Theme 2 - Resourcefulness and Strategies. As the foregoing repeating ideas 
indicate, many EB students, such as these participants, are extremely resourceful when 
navigating their language use in different contexts and spaces. Once they begin to 
understand the contexts, and the values places on specific languages and cultures, they 
are able to use their own language and identity tool kits to navigate their actions and 
speech acts according to their intended audience and for the best outcomes. They use 
their own confidence and values in their languages, cultures and identities, which are 
fostered first and foremost by themselves, as well as the important people in their lives 
around them who provide validation, encouragement, and support in their 
multicultural and multilanguage development. EBs are also extremely resourceful in 
their use of technology to help translate and research to help make meaning, as well as 
their ability to carefully observe and evaluate other individuals physical and facial 
cues, along with tone and mannerisms to help make sense of different contexts, and 
which language and cultural associations are most beneficial to them in those specific 
times and spaces.  
The theme of resourcefulness and strategies for navigating multiple spaces and 
borderlands came from the repeating ideas around how the participants make their 
decisions about which aspects of their multilingualism, multiculturalism and 
constructed identities to highlight or bring to the forefront at certain times or within 
certain contexts and spaces.     
 Construct 2 - Navigating. Navigating refers to all processes and knowledge 
used and involved in participant’s choices around which language, values, and 
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ideologies to bring to the forefront of their constructed identity for different spaces and 
context. Language seems strongly related to one's sense of culture, which is further 
discussed and explored in the third construct, Language as Identity. In this case one 
who is bilingual is likely also to identify as bicultural, identifying each language with 
sub or separate cultures, although as discussed earlier in chapter two, these cultures 
often overlap and form borderlands. It seems based on the discussions and 
observations with participants, that there are times when it is most beneficial to be 
bicultural. Darder describes these processes as biculturalism: 
Biculturalism speaks to the process wherein individuals learn to function in 
two distinct sociocultural environments: their primary culture, and that of the 
dominant mainstream culture of the society in which they live. It represents the 
process by which bicultural human beings mediate between the dominant 
discourse of educational institutions and the realities that they must face as 
member of subordinate cultures (2003, p. 45) 
The ways in which such individuals choose to represent themselves or their identity 
within an educational institution that places such high value on English-Only may be 
very different from how they choose to construct their identity within their familiar 
home or community where their biculturalism is more well respected and honored. For 
example, during the lunch time observations I noticed a significant difference in the 
flow of conversations, and particularly the language used when the participants were 
eating lunch in the school cafeteria versus the few days a week many of the 
participants and their friends would eat together as a small group in my classroom. We 
called these small groups lunch bunch. During lunch bunch days the participants who 
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were joining were allowed to invite a friend. The lunch conversations would flow 
fluidly through English and Creole, as the participants spoke freely and 
translanguaged in my classroom, which they knew, was a safe environment to do so. 
Other days, I did lunch observations in the cafeteria while the participants were eating. 
Even though they typically sat with the same friends, the conversations they had were 
mostly in English. Very few words or phrases were spoken in Creole, and when they 
were they were typically in lower and quieter tones.  
According to Macedo, Dendrinos, and Gounari (2003), schools are often sites 
of struggle and contest which reproduce the dominant culture and ideology, as well as 
what is perceived to be legitimate language and knowledge, making use of their 
institutional power to confirm or deny a learner’s language, and in doing so his or her 
experiences and culture as well. Specifically, the process of biculturalism includes the 
ways in which bicultural individuals respond to cultural conflicts and daily struggles 
with racism, oppositional ideologies, and other forms of cultural invasion (Darder, 
2003). Navigating these complex spaces and struggles requires an understanding of 
one's context and a process for determining how to construct one’s identities to bring 
particular aspects to the forefront, for certain times and purposes. 
 
 
 
 
 
 
 
 
 
 
 
 
 112 
 
Language as Identity 
 
This third construct, Language as Identity, focuses on the connections between 
the participant’s languages and their sense of self and cultural identity. The first 
repeating idea humor is about the participant’s specific language use when 
implementing humor in their speech. The next repeating idea, My Own Words 
explores participants feelings about being made to choose or use certain language or 
words at certain times, rather than being free to speak and use the words they feel best 
fit the situation or context; not just the language requirements for a given situation, but 
also the freedom to translanguage. These two repeating ideas together make up the 
first theme of the construct, More than a “Habit,” which pertains to the participants 
rights to choose the language most befitting for certain contexts and conversation. Not 
forcing themselves to choose one form of conversation because of a relative audience, 
at the expense of losing their real intended meaning because another language does not 
have a befitting equivalent to translate.  
 The next repeating idea, Forgetting, explores participants discussions of their 
fear of forgetting their first language. The following repeating idea, Loss for Words, 
refers to the discussions participants had about difficulty remembering and identifying 
words in both languages to translate, or switch from one language to another. The last 
repeating idea, Translation Stress, is about the pressure many of the participants 
expressed feeling when they are asked to translate for others. These three repeating 
ideas together form the second theme, Language as Cultural Identity, which is where 
discussions focused on connections between the participant’s languages and language 
use, and their cultural identity. Together these repeating ideas and themes inform the 
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final construct Language as Identity, which draws connections between language and 
language use, and EB students’ sense of individual and cultural selves.  
Repeating Idea: Humor 
Participants made many references to using Cape Verdean Creole when it 
came to adding humor to their speech. This idea recurred multiple times across both 
discussions as a natural transition from an English utterance to a punch line, or hint of 
humor, which was typically said in Creole. For the participants, humor seemed to be 
more natural and comfortable in Creole.  
Tamina: We only say goofy things in Creole. 
Daniela: I talk in English, but sometimes when I have to say like something 
that sounds funnier in Creole, like I say it in Creole.  
Patricia: Yeah, me too. On phone with friends. 
Tamina: (Creole discussion, laughter) 
Nory: (translation) Sometimes she wants to say that in English, but when she 
says it in Creole, yeah, it’s much better than in English. 
Abbey: Yeah? 
Nory: There’s some stuff you cannot translate.” 
Nory: Jokes we have to say in Creole. 
Patricia: We have a lot of jokes in Creole. (Laughter) 
Abbey: A lot of jokes in creole? 
Nory: It’s that culture piece.  
Abbey: Mmhmm. Interesting. 
Nory: Once you say it in English, it’s not going to be like— 
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Abbey: You lose it— 
Nory: Yeah, you lose it. 
Patricia: Sometimes it feels weird speaking in English. 
Tamina: Yeah, yeah. Like when you say something in Creole, like a joke, and 
then somebody asks what you said in English because they don’t understand, 
they’re like, ‘Huh?’ 
Abbey: It’s not as funny anymore? 
Tamina: It doesn’t make sense. 
Patricia: Yeah, it doesn’t make sense. 
Abbey: Huh. Interesting. Does the reverse ever happen? Like if you’re at home 
and you make a joke and your mom says, “What?” 
All: Yeah. 
Abbey: And you have to say it? Yeah? 
(Laughter) 
Daniela: I try to explain it, but then she goes, ‘That’s not funny.’ I’m like, 
‘You didn’t get it.” 
Participants explained that often the humor in Creole is just not translatable into 
English, if one simply translates word-for-word into English, the result does not have 
the same effect or funniness. The participants continue on in the following examples 
to explain that often the humor they are using in Creole takes the form of teasing, but 
play teasing in a way that is not seen or meant to be hurtful in a bullying way:  
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Carmina: Like she’s probably going to say something—not mean, but like 
playful in Creole, that she probably doesn’t want the teacher to know. So the 
teacher might think she’s being rude, but like that’s our way to play around. 
Abbey: Right, being silly.  
Carmina: Yeah. 
Abbey: Being silly. That was--  
Carmina: Yeah. But like silly mean. 
I then told this second group (B), that this topic of humor in Creole had also come up 
in the other group. That the first group had also mentioned that they usually used 
Creole when they were being silly, and asked what they thought about translating the 
jokes or humor into English. 
Niria: It wouldn’t be funny anymore. 
Carmina: It wouldn’t make sense at all.  
Vanessa: They’re probably going to be like, “How is that even funny?” 
(Laughter) 
Maira: I know. I tried that—I tried doing it to my mom and that did not go 
well. 
Abbey: It didn’t work well, right? 
(Laughter) 
Carmina: Like if I’m trying to crack a joke like in English, it might not make 
sense in Creole.  
Niria: Or it’s the opposite. 
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Carmina: Yeah… Like when me and Vanessa sometimes be talking and like 
we be talking in English, sometimes I’ll be like, ‘(Creole word).’ Like it’s kind 
of like a thing that I say—it’s like mostly like if you’re trying to be funny but 
like not use it in English. 
This is another word the girls like to use amongst each other, which does not have an 
English equivalent.  
Simply sharing a common first language does not guarantee the translation of 
humor, however, as is illustrated by Vanessa in this next comment: 
Vanessa: Except for like Jenni. She doesn’t like—she wasn’t born in Cape 
Verde so she doesn’t like know the—like what most of the words are. And she 
doesn’t really try to talk it because she doesn’t like know how to. So it’s like 
oh, we—sometimes she gets our jokes but sometimes it’s like, “What are you 
guys talking about?” And then we say it for her in English sometimes. 
Carmina: But sometimes it’s funny like if we’re like talking about a certain 
topic and she tries to like talk in like the same language as us. And if she 
doesn’t say something right, sometimes we laugh instead of like correcting her. 
But it’s like that like 30-minute—I mean 30-seconds laugh.  
Jenni is one of the participant’s classmates, one who did not participate in this study. 
She was born in the US, but her first language is also Creole. At this point, however, 
Jenni speaks primarily English and does not remember much Creole. For these 
participants, then, the translation of humor seems to depend on one’s active 
participation in the language. By virtue of her abandonment of her first language, 
Jenni seems to have been stripped of her ability to participate in these humorous 
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exchanges. Given the emphasis that the participants place on shared humor, Jenni has 
suffered a significant loss.   
Repeating Idea: My Own Words 
Throughout the discussions, participants made multiple references to using 
language to say things in my own words, of their choosing, rather than having to use a 
particular language. They valued their multilanguage and translanguaging abilities that 
enabled them to speak more freely, without having to stick to the confines of one 
language system, in order to express themselves in what they felt was a most natural 
way. It seems to me that to have to choose to stick with one particular language, felt 
for them to limit their freedom and creativity in their expression. If they wanted to 
express something and there was a word they felt just right in one language or another 
that is the word they would want to choose. Not to settle for a word simply because it 
is in the same language.  
I started by asking the participants which language they find they speak the most at 
home.  
Niria: I would say Creole, because at home that’s what I mostly speak, because 
I wasn’t born here so that’s my language that I speak the most. 
Maira: Um I speak both, because um my mom and dad, they’re trying to learn 
new languages. So like me and my siblings just speak like Creole, English, just 
that back and forth. 
Participants also explained how they often switch between languages, or use words 
from different languages when speaking a phrase or utterance predominantly in a 
different language. This process seems to happen without them else specifically 
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meaning or intending to do so. A fluid switch or translanguage instance can be 
intentional or unintentional.  
Vanessa: So like sometimes it’s difficult because sometimes you just want to 
tell them in your own words. And like maybe if you tell other people to tell 
them, they might not like understand what you want to tell them. It’s kind of 
like hard to not know how to say something in your own language. 
In the following excerpt, Vanessa talks about a casual social conversation she was 
having with Jenni, her classmate who speaks mostly English, and very limited Creole. 
In this case Vanessa was just speaking naturally, starting in English knowing she was 
communicating with Jenni, and naturally without necessarily intending to, began using 
Creole words. She did not even recognize that she had been using Creole until Jenni 
pointed it out.  
Vanessa: like I started in English and then like I put in a Creole word and she 
was like, “What?” And I was like, “What did I say?” I was just lost. I was 
like—I didn’t even remember I said it in Creole and then Jenni was like, “You 
just said another word that’s in your language.” And I was like, “Oops.” 
Participants also talked about their frustration when they want to be able to use words 
or phrases from either language but are being restricted or told to only use one 
language within certain contexts, such as the school’s English-only environments.  
Maira: I sometimes get upset because a lot of—like it’s like an opportunity for 
me to do that. And it’s like when she says—she tells us not to, I get upset at it 
because a lot of kids can’t do it. And like I’m proud about doing it. So I just 
like— 
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Luiza: It’s kind of like why would you interrupt me when I’m talking about—
even if it’s not important, but like why would you interrupt me talking about 
something in my own language and telling me to speak only something that 
you speak or like telling me to speak only English and stuff. Like what if I 
don’t know how to say it and I kind of feel like offended that like you’re 
telling me to say it like in only English? 
Maira and Luiza seem to share the feelings of being upset and offended when 
someone tells them not to speak a certain language. Maira again references being 
proud of her ability to speak another language, and so being told not to offends her. 
She knows that her multilingualism is an asset that monolingual speakers do not have, 
and she resents not being able to use it. Luiza is also offended when someone 
interrupts her to insist that she speaks in a language they can understand, even when 
they are not the intended audience to whom she is speaking. Next, Carmina talks about 
an experience she had in a class when a classmate was sent to the office for speaking 
Creole instead on English: 
Carmina: Like you don’t even know what she’s feeling when you sent her out 
for speaking her own language. 
Carmina seems frustrated that the person speaking Creole was doing so because of 
how they felt at the time, leading  me to believe the student was expressing frustration 
or anger in Creole: the language that most naturally conveyed her emotions. Maira 
picks up on this sentiment:  
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Maira: That’s like my number one language that like I like to speak wherever I 
go. And I don’t like when I’m speaking my language for somebody to tell me, 
“It’s America,” this and that. No, it’s my—I can speak whatever I want. 
Maira’s “number one language” is Creole, her heritage language and, according to her 
survey, the language she speaks predominantly at home. By citing Creole as her 
number one language, Maira has expressed an important aspect of her identity. self-
identifier. This is also supported in her survey as she identified solely as Cape Verdean 
in the race/ ethnicity section.  
Vanessa: Because for me, I feel like if I have something to say in Creole, then I 
want to say it. I don’t want to be like holding it in, “Oh, I have to say it in 
another language.” I feel like everybody should have that privilege to just say 
something the way they want to say it. 
Maira: I agree with her. Like I’ll just let it out. Because like—like if—like she 
said, like you don’t have to like just translate it to another language. Like if it’s 
that language that you want to say it in, or like that you like to speak most, like 
you can say it. 
Here, as well as in the following samples, participants are making powerful 
connections between their languages of choice and their identities. They are 
expressing how the attacks on their language, being limited in their freedom to speak 
their language, negatively affects their identity as a speaker of that language and a 
member of that language’s culture. They are expressing their desire to have the 
freedom to use their language, and maintain their connections to their multiple 
languages and cultures. 
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Maira: I was going to say that it’s not easy. And like the things that they say, 
they should know that like it kind of like affects the other person. Because like 
they might not know—like I understand that like they might not know more 
than one languages, but we do and like we like to use it. 
Luiza: I don’t know, it’s just like a habit that we’re just used to, and it’s hard to 
get over it. And we shouldn’t get over it. 
Maira and Luiza both seem to feel strongly that their language use is a right, as Maira 
states, “I understand that like they might not know more than one language, but we do 
and like to use it” and Luiza echoes that their language is habit they are used to, “And 
we shouldn’t get over it.”  
Luiza: Like if you have something personal, like you would like to say to your 
teacher, like you would say—like if they’re Cape Verdean or—or other 
languages that you know, that you both know, you would feel comfortable in 
your language to speak to them. Like I would be happy too. 
Luiza seems to equate language preference with levels of comfort. She seems to feel 
most comfortable speaking the language, which to her is most natural, her first 
language. She would like to be able to speak about personal matters in her preferred, 
first language of Creole. This again confirms that her language is very closely tied to 
her sense of self and identity.  
Theme 1 - More than a “habit.” This theme, more than a “habit,” emerged 
from the repeating ideas pertaining to various reasons participants used a particular 
language at a certain time, for a specific purpose, or a natural reason: reasons that 
pertained to their right to choose the language, word, or phrase, as it is part of who 
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they are and part of their personal language repertoire. This is their unique ability to 
translanguage, which they felt they should not have to censor or refrain from using. It 
is said that if language is not used it can be lost, if the participants are not allowed to 
use and the practice their languages, as they are expected to use and practice English 
in schools, then pieces of their language may be lost, and even forgotten. Which brings 
about the next repeating idea. 
Repeating Idea: Forgetting 
Another recurring idea across the discussions was that of forgetting words and 
pieces of language. Participants explained some instances of not remembering Creole 
or Portuguese words for things they knew in English. They also discussed the 
frequency with which their family and Cape Verdean community members would ask 
them about whether they were losing their Creole and remind them of the importance 
of maintaining that language and connection. Participants also express their frustration 
and sadness about how they feel they are forgetting and losing their Cape Verdean 
language, as they are continuing to develop and further their English language 
abilities.  
Vanessa: Um I think I use more English. Like I feel like I could talk more in 
English instead of Creole since I came to America when I was young. So like I 
kind of forgot most Creole stuff. So like I—if I don’t know like—oh, I feel like 
I’m more comfortable speaking in English because like I would know how to 
say more stuff, then I mostly use English. 
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Carmina: Me too, because like if we’re working on a math problem, I don’t 
know how to say like subtraction, dividing like in Creole. Like I know how to 
say it but it’s like not on the top of my mind, so like yeah, I use English more. 
Carmina: When I was in Cape Verde, I used to like read a lot of like 
Portuguese books and stuff like that. Because like mostly what they let you 
read—now if you give me a book, I wouldn’t be able to read like one word. 
Even though Portuguese is what Carmina was using in school in Cape Verde,  this 
experience was long ago and she is not using written Portuguese much anymore; thus,  
she has not retained much of that language knowledge. Also, as in her example with 
math, she is now learning academic concepts that she may not have encountered 
during her time in school in Cape Verde, so she may not have learned the academic 
vocabulary equivalents in Portuguese before coming to the US. Either way, without 
the regular academic practice in Portuguese, she feels the knowledge is much fresher 
in English.  
Carmina: And like it’s not kind of like you’re being rude or something, but 
sometimes people be saying, “Oh, you came to a different state and you’re 
already forgetting like your language.” Like they don’t get what it—it’s like 
hard. Like even if you know Creole a lot, you might forget it as time goes—as 
time you learn like different languages and stuff. 
Niria: When I’m like trying to explain something to my mom or dad, the first 
thing they say, “You already forgot Creole? You were born there. How do you 
forget?” I was like, “Because English got like in the way of Creole, so like I 
forget more words every time I speak English.” 
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Abbey: Right. 
Maira: I forgot the whole alphabet. 
Abbey: Yeah. In Creole? 
Maira: Yup. 
Carmina: Oh my god, I can only go to E. 
Luiza: Me too. 
Both Carmina and Niria allude to people in their lives giving them a hard time about 
forgetting their Creole language. In Carmina’s example she says Oh, you came to a 
different state and you’re already forgetting like your language.” And Niria echoes, 
“You already forgot Creole? You were born there. How do you forget?” These are 
messages coming from people they care about, Carmina’s family and Niria’s mother 
and father.  
Carmina: My mom was kind of like that, but like if she asked me to get a card 
and stuff to read it to her, like if I don’t understand something then I’ll 
probably like call my brother. But same thing as Niria, like she always be like, 
“Oh, since you came here you’re forgetting your own language’ and stuff.” 
Again a message from her mother, “Oh, since you came here you’re forgetting your 
own language’ and stuff.” There is this repeating idea that forgetting one's language is 
like forgetting or losing that connection to a piece of one's identity, in this case where 
they come from.  
Maira: Um when I was young, when I was coming to here—when I was 
coming here—I like—I asked my dad like—I was scared to travel, because like 
you might forget your language that you were speaking. So I started crying. 
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Maira: And when we were coming here, I was like, “I don’t want to come 
because what if I lose my language and like I don’t know—and like nothing 
else, like not even a single word?” And he was like, “You’re not going to lose 
it.” 
When Maira refers to “coming here” she means coming to America from Cape Verde. 
She is explaining that even before leaving Cape Verde, she already had a concern that 
upon her arrival, that while being in this other country she may forget her Cape 
Verdean Creole. She had a very strong emotional response to even just the thought of 
this possibility, which was shown by her crying. For her, losing that language 
represents losing a connection to her past, her culture and her homeland. Her father 
tried to reassure her that she would not lose her language. 
Carmina: I think I’ve forgotten most words in Creole because I’ve been talking 
English so much. Speaking English. 
Vanessa:  I don’t want to like forget Creole. Like I have an app on my phone 
that still reminds me that—so like it has like—it’s like all around the world 
languages. 
Vanessa: Because like they don’t have Creole on there, like I try to speak it 
more with my mom and like my siblings. 
Here Carmina and Vanessa are discussing their loss of Creole, which they seem to 
believe is due largely to their more regular use of English. This was a common idea 
that repeated throughout the discussions, that learning English takes priority, and as 
that language develops they are likely to lose others. Vanessa begins to discuss why 
she wants to try to practice and maintain both languages. She describes an app she 
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tries to use on her phone, and also how she tried to use Creole regularly with members 
of her family to help maintain her multilingual ability. These extra efforts show that 
maintaining her home language is important to her. 
Vanessa: Like I feel like you just practice more about speaking both, so you 
don’t forget one and you speak more than the other. 
Vanessa: But I feel like if I go to my country, I’m going to have to know some 
Creole too, so I can talk to like my family and others. 
Vanessa wants to maintain her Creole also so that she can communicate with her 
family and friends on her own (rather than with translation help).  
Luiza: I came when I was three and like when my mom or anybody reminds 
me of something that I like did in Cape Verde, I wouldn’t be able to remember 
because I don’t remember anything that I did or say or nothing that happened. 
Vanessa: It’s hard. I try to remember, but it just won’t come up. 
Vanessa: You came younger than me and you don’t remember—I came when I 
was like seven and I don’t remember half the people there. I think if you put 
me there, I think I would get lost. 
Maira: I would just walk around, like I feel like I’m somewhere else. It’s just 
like—it’s sad that like—like you don’t remember half of the people that took 
care of you when your parents weren’t around. 
Maira: But when I came, I would just like forget all the people. And my 
mom—my dad would be like, “Who is this person? Who’s that?” And I’d be 
like, “I don’t know.” And like I’d get mad at myself and I would just sit and 
cry—like cry in front of everybody. 
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Luiza: I would say, “No, I don’t remember. I don’t remember nothing from 
Cape Verde.” And they was like, “But you came when you was three.” 
Exactly. I came when I was three, so I don’t remember anything. 
It is easy enough to imagine that the participants may not remember everyone and 
everything in and about Cape Verde considering how young they were when they left. 
Many of us would not necessarily recognize or remember people whom we had not 
seen since early childhood. For the participants, however, it seems that forgetting these 
people or relationships is more poignant because those people and relationships 
represent a broader connection: one with a home country and language.  Many of us 
lose touch with, even forget, people whom we have not seen since childhood; these 
participants, however, fear losing the language they shared with those people, making 
these connections seem even more remote.  Forgetting the language makes the 
connection to both the people and the places of their past in Cape Verde seems that 
much farther away. As Maira says “I would just walk around, like I feel like I’m 
somewhere else” as if she does not herself fit or belong there.  
Before the end of the last group discussion, I asked the participants if there was 
anything they really wished their teachers knew or understood about them. Their 
responses related to their fear of and sadness about forgetting their home language:  
Luiza:  Yeah, I would like them to understand that it’s like—it’s like a habit. 
Like you can’t get rid of it and you can’t only speak one language, because if 
you do then you might forget the other language where you originally came 
from. 
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Maira: Like the saddest thing is like when you like travel from your country 
that you were born in to like—to America, and then you start like very young 
age, you learn English from around—like around everywhere you go. And then 
if you forget and then your family goes back, like it’s just hard, like very sad. 
Like you just stand there and start crying. 
The participants want teachers to think about what language means to the EB students 
themselves, and how denying them the use of their language, which is so closely tied 
to their identity, makes them feel sad, hurt and disrespected. They hope teachers can 
try to understand and even put themselves in EB student’s shoes, to consider how 
negative messages about their language use and even stopping them from speaking 
their language hurts, and the larger impact that their home language has on their lives. 
Repeating Idea: Loss for Words 
 Loss for Words captures a series of responses related to Forgetting; participants 
described regarding the challenge of maintaining fluency in their native language and 
vocabulary, while developing further language proficiency and vocabulary in English.  
Daniela: …sometimes when I’m mad or when I’m speaking to my dad and I 
don’t know how to explain it in the Creole, so I’ll just say it in English. 
Patricia: When I’m speaking to my mom. Like I don’t know how to spell 
everything in Creole or read everything in Creole, so I have trouble a lot with 
it. 
Participants made many references to not remembering specific words or phrases in 
Creole to match ideas or words they knew in English. This is the idea that as they are 
not using one language as often, they begin to lose some of the vocabulary or the 
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ability to quickly and easily recall the words with which they were at one point much 
more familiar.  
Abbey: Where you’re talking about something that you’re learning in school in 
English, right, that you have a hard time finding words to explain in Creole? 
Daniela:  Mmhmm. 
Patricia: Yeah. 
Daniela: Yeah.  
Abbey: Yeah? 
Daniela: A lot of time. 
Patricia: Like the paper that we—the one, the thing that you’re doing— 
Abbey: Yup. 
Patricia: So like I was trying to explain to my mom what it was and it was like 
really hard to explain. 
Abbey: Yeah, yeah.  
Patricia: And I told her there was a Creole one, so then she read it and she was 
like, ‘Cool.’ And I was like, ‘Yeah.’ 
This loss for words also represents loss or missing words for concepts, which the 
participants are developing and learning in English, for which they may not have or 
may no longer remember the corresponding words or names for in Creole. In this case, 
Patricia did not have and exact translation for this study to help explain to her mother. 
This is a concept she has not encountered before in either language, much like new 
academic concepts she may not have yet learned in Creole or Portuguese. These 
situations can be challenging for her and other participants as they try to understand 
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and explain in another language. Thankfully, in this particular case, Patricia was able 
to give her mother the forms in Portuguese, which she was able to make sense of.  
Abbey: Is there ever like a class where it’s harder to explain, like we were 
saying, missing those words? 
Daniela: Science. 
Tamina: Science. 
Abbey: Science. 
Tamina: Science and math. 
Daniela: A lot of big words. 
Daniela describes struggling with a loss of words when translating an academic 
explanation for a fellow classmate: 
Daniela: Sometimes you don’t know how to say some words. I tell her like 
some—I start like in English and then I tell her in Creole if she understands it. 
Then I go back to like English. 
The following discussion illustrates times when participants were missing the Creole 
word equivalents for words they knew in English as they were  trying to explain 
things. 
Andrea: I feel like for me, it’s mostly like when I’m reading something—like 
uh—like a paper for my mom to sign, if I’m reading it to explain to her. I feel 
like there’s a word in English that I can’t like say in Creole, so then I have to 
like think really hard to see what it means. 
Patricia: I agree with her. 
Tamina: (Creole) 
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Nory: Oh. 
Daniela: Yeah. 
Patricia: Yeah, me too. 
Nory: (Creole) 
Andrea: Yeah. 
Nory: (translation) You’re searching for those words in Creole— 
Daniela: It can be difficult. (Creole) 
Nory: (translation) And sometimes you don’t have that specific word and you 
have to explain. Instead of just saying one word, you explain. 
Nory: It could be—both, yeah.  
Abbey: Both. 
Nory: Sometimes you know the word and then (Creole) the word again. Yeah, 
it happens both, yeah. 
Carmina: I usually speak English because like I usually don’t know how to say 
it like in Creole. I mean like when I first came here, I knew how to say a lot. 
But now that I’m used to like talking English, it’s like kind of hard for me to 
like get what I mean in Creole words. 
Participants thus expressed that they often found it hard to explain school documents 
or events to their Creole-speaking family members; they struggle to translate context 
specific words, words they know and understand in English, into Creole for their 
parents.  They are quite literally at a loss for words. 
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Repeating Idea: Translation Stress 
This final recurring idea refers to elevated levels of pressure and/or stress participants 
feel when they have a responsibility to translate. They describe times when family 
members or those they care about ask them either to translate something written or 
said to them in English, into Creole, or conversely, to help the family member to say 
or write something in English. Often there is added stress because the concepts the 
participants are being asked to translate are complex and typically handled by adults, 
concepts that call for elevated maturity. For example, dealing with bills, medical 
concerns, or automotive repairs, require vocabulary that is very context specific. Even 
if the participants do understand the concept in English, it is likely they do not have 
their own real word experience at their young age to understand and interpret using 
words in Creole they may not yet know, simply because they have not yet had these 
experience or exposure in their own real world experience yet in Creole. For example, 
learning about driving a car. These participants are not yet old enough to drive. They 
may know some of the terms for parts or certain operations of a car in English from 
TV commercials or shows, or listening to those around them. If a mechanic asked 
them to translate something for their parents about a problem with the car, even if they 
had someone of an understanding of the concepts in English with the words they knew 
prior (in English), that does not mean they can easily translate that information into 
Creole. this is because they may not know hardly any of the necessary car related 
vocabulary in Creole which they may have picked up in English, simply from being 
around cars and automotive commercials in the dominant American, English speaking 
society. According to much of the discussion, the participants are often the ones who 
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are asked to translate for the family and community members, many of whom are 
adults, dealing with situations, which the participants themselves may not yet have 
encountered at their young ages.  
Daniela: I do that with my grandma, because she doesn’t understand English. 
And like when she gets the phone call from the hospital she’ll be like, “Explain 
this to me.” I go, “English,” and she’ll be like, ‘Talk my language!” 
Patricia: Yeah, because most of the time when you go to the store like some 
place, like there’s people that are like—they don’t know how to say something 
in English. Or somebody’s asking them something. Sometimes when I go to 
my—the store next to my house, there’s people there that like they don’t know 
how to speak English and they tell them like how much to pay and everything, 
they get scared to hold money, like my grandma. 
Both Daniela and Patricia describe stressful translation situations. Daniela is 
concerned about translating a phone call regarding medical issues for her 
grandmother; she is being asked to translate content, which she may not herself 
understand in either language. Patricia is being asked to help others within the store 
handle issues regarding cost; she describes them as being “afraid to hold money.” This 
is stressful for her because she does not want to make a mistake, which could literally 
cost them money or, at a minimum, cause confusion regarding their money. What 
follows are more examples of this stressful role into which the participants are thrust: 
Patricia: … sometimes it’s kind of hard like if a doctor says something that it’s like 
hard for you to like translate into Creole. It’s hard. 
Vanessa: Like for the long words. 
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Abbey: Yeah. 
Andrea: Sometimes I just stare for a while, just like—she goes, “Are you 
awake?” And I was like, “Yeah,”…  
 Patricia: Because there’s all those big words and I’m like, “What?” 
Daniela: So in my head I’m like, “What if I say it wrong? What if I mess up 
what the doctor or whoever’s there—what if I say something wrong?” 
Tamina: Yeah, like and once I go to translate and I say something wrong and I 
tell her, and she goes and does it and she does it wrong. And she comes at me 
and she yells at me. 
During member checking, I asked Andrea about that reference to “Are you awake?” 
he meant she was taking too long to answer. Her mother was asking if she had fallen 
asleep because she was taking time to process the information given to her in English, 
and then figure out how to translate it back to her mother. She said this is often 
stressful because she wants to be careful not to make a mistake that would worry her 
mother, and she does not want to misrepresent something that is medically significant. 
Daniela and Patricia’s experiences are very similar. 
 Next, Daniela explains why she feels better when there are interpreters 
available at the hospitals or doctors office to help; these professionals take a lot of 
pressure off the participants. 
Daniela: I think it’s good that sometimes they have the inter—oh—um that it’s 
good because sometimes they feel like little—like our age won’t know a lot of 
words to translate. So most of the times they don’t let—like when I go with my 
mom, they don’t let me translate. They have the interpreter. 
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Without the guarantee or known likelihood of an interpreter being present, the 
participants talked about how they are anxious and often nervous about being asked to 
go places with their family members to help translate. 
Niria: My mom, when she tells me to go somewhere, like anywhere to 
translate, I say, “No, no, no. Don’t take me. Take my sister—take the older 
one.” 
Vanessa: I be like, “Why do I have to?” I don’t like it. Sometimes I don’t—
sometimes I feel like, “Oh, I should go with her to help.” But sometimes I’m 
like, “No.” 
Abbey: So when you say you don’t like it, is that mostly because you’re 
worried? 
Vanessa: Yeah. Like every time I’m in that situation, my heart just beats so 
quick. 
Carmina: Yes. 
Vanessa: I be like, ‘Oh my god,’ like, ‘Oh no.’ 
To clarify, I asked the participants about why they did not want to translate. I wanted 
to determine whether their reluctance represented an unwillingness to help or stress 
and concern over the responsibility being placed on them as translators. 
Carmina: It’s mostly if I do it and I put my mom in a bad situation, then she’ll 
probably—I’m not going to say not trust me, but she’ll probably not take me 
somewhere. Like if she like needs to go somewhere like really, really bad and 
she needs someone to like translate for her, and what if like someone older is 
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not there? Then she’ll probably miss that appointment or like miss the 
opportunity to go to wherever she needs to. 
Carmina is concerned that she might make a mistake or let her mother down. She is 
also worried that if she does not help, there may not be someone else there that is able 
to assist her mother, leaving her to miss an opportunity or put her in a bad situation. 
Vanessa: I think like my problem is like big words. Like instead of them 
saying like a specific like sentence or like what they’re trying to say—so for 
example, my mom takes medicine. So it’s like they have the name on the 
bottle. And then she goes, “Oh, can you tell me which one that it’s a certain 
word?” And then I have to look down and it’s such a big word, I’m like, 
“What?” 
Here, Vanessa again describes struggling with a word that she does not know in either 
language; it is a medical concept she is unfamiliar with, as are most children her age. 
This struggle adds to her translation stress because she must first try to determine and 
understand what the word means for her before attempting to translate.  
While many participants rehearsed stories in the medical arena, other contexts can 
cause stress, as well. Below, Patricia describes having to translate and negotiate 
information regarding car repairs and insurance when she is  not even old enough to 
drive a car herself.  
Patricia: My mom had gotten in an accident and we went to this car place. And 
she went to get this car thingy and they told her that she didn’t have to pay like 
a lot of money for the insurance card. And once she got like her actual car to 
stay with, they said, “Oh, that she did have to pay.” But I felt like it was my 
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fault that I didn’t tell her the truth. But I kind of felt like they took advantage 
as like I’m young and I mostly don’t know a lot of things that I’m talking 
about. I think they felt that they should like lie about it, like that I wouldn’t 
have—like that I wouldn’t translate more to my mom.”  
Participants feel immense pressure when translating in what they feel are high stakes 
situations for members of their families. They are concerned and worried that they 
may not fully understand, or unintentionally misrepresent, important information or 
concepts they are expected to translate simply because the concepts, language and 
issues being discussed are outside of the participants young and less experienced 
realm of life experiences. Here, Patricia is worried about misrepresenting information 
and that her family was being taken advantage of.  
 The participants also talked about stress they feel when they are expected to 
help teach their family members English. 
Maira: Yeah, that’s like my dad. He’ll be—he’ll like—he came when I was 
like four. So—he’s been here for about like ten or nine years now. Yeah. And 
him and my mom, they were going to school for like Creole and stuff like that, 
but then after they came home they were like, “At school, they don’t teach me 
nothing! I don’t understand nothing. It’s better when you explain it for me.’  
Nory: Yeah, translation is not easy. 
Niria: And after you’re—like if you’re talking slow then after your parents be 
like, “Eh, what are you doing? Quick! I have to go!”  
Often the student participants are the first on their families to learn English because 
they are being taught and immersed in the language during most of the day at school 
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(Orellana, 2009). Upon arriving home, these students and participants are then asked 
by well-meaning family members to help them learn English as well.  
The students who are still in the process of learning the language themselves are not 
typically equipped with the language acquisition strategies or knowledge to help or 
support others English language development. In the next excerpt, Vanessa explains 
her struggle to teach English to her brother and his misunderstanding her struggle as 
unwillingness. These are all additional layers of pressure and stress added to 
Vanessa’s feeling of responsibility for helping her family.  
Vanessa: My brother, when he’s like talking in English, it’s like—I’m not 
trying to be rude, but sometimes when he says the words wrong, I’m like, “No, 
it’s not like that.” And then the other day he was like, “Oh, it’s like--” His 
girlfriend was like, “You don’t try to speak English. You want to learn it, but 
once you do and people tell you you’re wrong, you get so shy and then you 
don’t let it out.” And then he’s like, “No, it’s not that. Like I—if I’m like 
around people, like they tell me I’m wrong instead of correcting me. For 
example, Vanessa, like when I’m doing something wrong she yells at me and 
goes, ‘No, it’s not how you say it.’ And then it just makes me feel like, ‘Oh, 
I’m going to say it wrong.’’ And I’m like “I’m not doing it like to hurt your 
feelings, it’s just—I don’t know, I have like this weird feeling.” Like if I’m 
helping someone and then it’s like I’m explaining it over and over, it gets me 
irritated. It’s like—I don’t know. Especially when I’m like trying to like write 
something or say it and it’s like not like coming out and I’m just like, “I give 
up.” I give up so easily. I don’t know why.  
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Abbey: Yeah. Hm. So you think you’re frustrated with just trying to figure it 
out?  
Vanessa: Yeah. 
Abbey: So it’s not that you’re frustrated with the person, right? You’re not 
frustrated with your brother, but just trying to figure out how to-- 
Vanessa: Mmhmm, like how to explain it to him. 
Abbey: Right. 
Vanessa: It’s like—like sometimes he’s like, “Oh”—like every time his tongue 
is like not working with the word and it’s like saying another thing. And then 
like I’ll keep on saying it over and over and then he just keeps saying the same 
thing over and over and I’m like, “I give up. Another day. Just another day.” 
Vanessa feels the pressure from her brother to continue trying to teach and help him, 
even though she is still learning the language herself. She does not have the tools and 
strategies for teaching language, nor does she have a clear understanding of language 
acquisition. Teachers acquire this knowledge in order to teach English as a second 
language; Vanessa is being asked to do the teaching without any of the background 
knowledge or skills, just using her own language learning experience. It is 
unsurprising, therefore, that these attempts at teaching sometimes leave her feeling 
frustrated.  
Vanessa: My brother gets mad that like when—he says, “Oh, read this for me.” 
And then like I read it and I’ll be like, “I don’t know how to explain it to you.” 
And then he goes, “You don’t know how to explain nothing. But when it’s 
your friends you have some words to explain.” And then my mom goes, “It’s 
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not her. She can understand it in her language… But like for her to like 
translate it, it’s not—she can’t.” And then he goes, “Sure it is.” 
Within her family, language use and translation can be a source of tension. Her brother 
is interpreting Vanessa’s challenges as an unwillingness to help him. Vanessa’s 
mother seems to understand the challenge, when she says “It’s not her. She can 
understand it in her language… But like for her to like translate it, it’s not—she can’t.” 
Interestingly, she also calls English her language, meaning her mother identifies 
English as being Vanessa’s primary language -- the language with which she most 
identifies her daughter. Like Vanessa, Carmina is also an important translator for her 
family. Also like Vanessa’s mother, Carmina’s mother talks to her about forgetting her 
own language, which to her mother, means Creole.   
Carmina: My mom was kind of like that, but like if she asked me to get a card 
and stuff to read it to her, like if I don’t understand something then I’ll 
probably like call my brother. But same thing as Vanessa, like she always be 
like, ‘Oh, since you came here you’re forgetting your own language’ and 
stuff.” 
 Theme 2 - Language as Cultural Connection. This theme of language as 
cultural connection emerged from participants recurring ideas pertaining to the close 
tie language plays in connecting them to their Cape Verdean culture, family and 
identity. This language plays an important role in maintaining those ties, for a loss of 
the language can result in a loss of connection with their culture, family, and pieces of 
their identity.  
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For the participants, as with many EB students, language is tied very closely to 
their sense of identity and self. It is natural for them; it is part of their sense of humor, 
of their individuality and of their history and family. Many participants expressed 
great fear of losing their Cape Verdean Creole, and equated it with loss of 
communication, connection and identity with their own family members. To them, 
losing their ability to communicate with their family and loved ones was the same as 
no longer being Cape Verdean. They feel their language abilities are their right to use 
as they feel most natural in particular circumstances, whether for humor or because 
there is not a suitable word that fully conveys the meaning in another language. They 
feel they should be free to translanguage, without fear of others telling them to “Just 
speak English, This is America”.  
The participants also feel their language abilities are both a strength and 
sometimes a burden. They are happy and excited to be able to help, whether it is at the 
store with a family or community member, or at the school in the classroom or the 
office to help translate for the personnel and families who do not yet have the 
language to communicate themselves. This strength, and sense of empowerment 
through language abilities can sometimes become a stressor, as they are also called 
upon to help translate and interpret for adults and family members in their lives. 
Sometimes they are asked to translate and relay concepts and ideas that are above their 
developmental or world level, by that I mean having to discuss and explain bills, 
medical needs, car and insurance issues, all of which are things they likely have not 
experienced first had themselves as 13-14 year-olds.  
 142 
 
The participants fear letting their families down by being unable to correctly or 
effectively translate, interpret or represent important information. They expressed 
stress they feel when asked to teach English to family and community members. This 
stress and frustration comes not from their unwillingness to help, but because they do 
not feel equipped themselves with the strategies or the know-how to teach others a 
language, especially as they are still learning themselves. This stress can out tension 
on the participants as well as on their relationships with those who are calling upon 
them to help.  
Construct 3: Language as identity. The history and identity of Cape Verde is 
both deeply rooted and very complex; there are not simple or short answers as to how 
individuals of Cape Verdean descent identify themselves. The country itself has a long 
and complex history of native cultures and languages, of colonization by the 
Portuguese, and of its fight for independence, which was finally declared on July 5, 
1975. Many people from the older generations who lived through colonization by the 
Portuguese or the fight for their countries independence might identify their race, 
ethnicity and culture differently. Some still feel they are Portuguese and identify 
closely with that language and culture. Those in this category identify as White and 
European. Others identify as Black and with African. All of these views and ideas 
about one's identity may also change based on emigration to another country and re-
identification with others there. Khalil Saucier (2015) describes this complexity:  
Understanding Cape Verdean racial identity becomes more complex when 
Cape Verdean emigration is included. Due to the country’s history of persistent 
drought food shortages, and poverty many Cape Verdeans, again, have 
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immigrated to Europe and the United States. Given that more Cape Verdeans 
live outside Cape Verde than within, the nation has become one of emigrants. 
To this end, issues of racial and ethnic identity have been expanded and played 
out in diaspora, which marks the ways in which antiblackness is played out on 
a global scale. (p. 17) 
While many Americans, as members of the dominant American culture and ideology, 
may see and categorize many Cape Verdeans as being “black” or “African American” 
that is not necessarily how the individuals identify themselves. The participants in this 
study for example did not all identify the same way when asked about their race and 
ethnicity on their individual survey. As shown in the participant chart in Chapter 3, the 
data analysis section, some participants picked multiple races and ethnicities, while 
others picked only one. Specifically, all of the participants in this study, self-identified 
on their survey as being Cape Verdean. Of the nine participants, six also identified as 
being black. Five of those six also identified as being African.  Five of the six 
participants who identified as black, also identified as being Portuguese. The 
remaining 3 participants identified only as Cape Verdean.  
We as individuals construct our identities based on what we come to learn and 
know about our background, culture, and what we believe to be important and 
valuable both to and about us. When an individual’s language is the same as that 
valued by the dominant culture and society, then this part of their linguistic identity is 
not one that needs much consideration to navigate. As Holiday, Lachicotte Jr., Skinner 
& Cain (1998) explain, identity construction is always complex: 
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One’s history-in-person is the sediment from past experiences upon which one 
improvises, using the cultural resources available, in response to the subject 
positions afforded one in the present. The constraints are overpowering, yet not 
hermetically sealed. Improvisation can become the basis for a reformed 
subjectivity (p. 18). 
The improvisation that is germane here is that of language. When one’s native 
language is not the same as that of the dominant majority, the individual must navigate 
their language use in ways that are most beneficial to them within certain contexts. 
Language is an important piece of one’s identity and navigating language means 
navigating an aspect of identity.  
People’s identities are complex and individual, often a reflection in part to an 
individual’s own history and experiences, and yet flexible and capable of change and 
growth as individuals grow and experience new and different things. Cape Verdean 
identity is no exception; many second-generation Cape Verdean youth negotiate their 
identity around the intersection of notions of blackness and Cape Verdeanness 
(caboverdianidade), while there additionally remain deep tensions between 
immigrants and American-born Cape Verdeans about what it means to be Cape 
Verdean (Saucier, 2015). Some of my interest for this particular study lies in the 
connections between languages and individuals’ identities. Particularly, what happens 
when one language is given power and preference over another in particular contexts? 
I want to understand how it affects the participant’s feelings and sense of identity.  
 As educators, it is our job and position to best educate and support the students 
in front of us. In order to do that, we need to have certain levels of understanding 
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about our students and their social, cultural, and linguistic words. How we conduct 
ourselves and our classes, programs and schools surrounding our EB students, like all 
other students can have effects on their sense of self and identity within these spaces. 
Creating school cultures which value monolingualism, and English-only are bound to 
have effects on the non-momolingual, non-English-only speakers. Likewise, creating 
school cultures and environments that respect all students’ linguistic and cultural 
identities, will also foster all student sense of self, and respect of others.  
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CHAPTER 5: CONCLUSION 
TOWARDS A LINGUISTIC DEMOCRACY 
 
Introduction 
 
 Upon entering into this project, my original goal was to better understand the 
experiences of nine middle school emergent Bilingual students, as they navigate their 
language use and their cultural identities as they transition in and through different 
school, social, community and familial worlds throughout their day-to-day lives. I 
wanted to understand what their experiences are like, and how these experiences and 
surroundings may shape or affect how they feel as multilingual and multicultural 
students and individuals. I want to gain a better understanding of these experiences, 
which I have not experienced myself, to more deeply inform my instruction as an ESL 
teacher. I also hope to share student’s voices, experiences, and perspectives with other 
teachers, administrators, program designers, and directors to encourage them to further 
support, empower, and understand our EB students within our schools.  To explore 
these questions, I posed the following research questions: 
1. How do EB Cape Verdean middle school students name and describe their 
different social worlds and their experiences moving between and among 
them?  
2. How does EB Cape Verdean middle school students’ constructed knowledge 
impact their ability to navigate among their social worlds? 
3. In what ways do social and political systems impact how EB Cape Verdean 
middle school students name, understand, and navigate within and among their 
different social worlds or borderlands? 
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Theoretical Narrative: 
 
Separate Spaces, Navigation of those Spaces, and Language as Identity 
 
 Through my data gathering, my analysis, and interpretive processes I 
identified many repeating ideas, which were categorized into larger common themes, 
which were ultimately reorganized into the three constructs. The first construct, 
Separate Spaces: “A Time and a Place,” focuses on the participants language use. This 
includes when and where the participants chose to speak mostly English, Portuguese 
or Cape Verdean Creole. The participants discussed times when they spoke mostly 
English, which included school and more specifically certain classes and settings 
within school, as well as other times and spaces in which they spoke more Creole. 
This construct really addressed my first research question: “How do EB Cape Verdean 
middle school students name and describe their different social worlds and their 
experiences moving between and among them?” The participants discussed the spaces 
(or worlds) within and between their school and homes, as well as the languages they 
typically used in each space and why. 
The participants discussed how they felt about speaking a certain language in 
different spaces, largely because of how people around them reacted to their language 
use. They described teachers, administrators, and other students assuming they were 
“Talkin’ Bad” or being “Annoyed” when they used Creole in school. They talked 
about how non-Creole speaking teachers and students often assumed they were being 
fresh or starting trouble if they use Creole in school settings. On the other hand, the 
participants also discussed the parallel reaction they experienced at home, with family, 
and friends and Cape Verdean community members. In these spaces, participants felt 
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pressure to speak Creole. In their home community, non-English speakers often 
assumed that if they were speaking English with their friends they are being fresh, or 
“Talkin’ bad.” Thus, throughout the course of a single day, the participants are 
continually encountering spaces, both in school and in their homes and communities, 
where they are being told to use one language and discouraged from using the other. 
Repeatedly they are given what one participant called “that look,” one that serves as a 
warning: Someone is watching and judging their language use. Whether “that look” 
comes from someone at school, or parents and family at home, it sends a message of 
disapproval and the assumption of misbehavior.  
 The next construct, Navigating, chronicled how EB students make decisions 
and choices regarding their language use, including how they decide which languages 
to use when, where, and with whom. The repeating ideas, and themes that informed 
this construct helped to address my second research question, which was: “How does 
EB Cape Verdean middle school students’ constructed knowledge impact their ability 
to navigate among their social worlds?” Navigation includes weighing participant’s 
self-validation as multilingual, encouragement and validation from others, as well as 
their own desire to learn languages and to help others. The participants described ways 
that they construct meaning from what they already know about their worlds around 
them, as well as the individuals who surround them in those spaces; knowledge, which 
they use to help inform their decisions and actions when navigating different spaces 
and social worlds. Some of their constructed knowledge involves internalized 
messages they receive from themselves and others regarding language use, as well as 
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tools and strategies they use to help navigate these spaces and their language use 
within them. 
Participants expressed desire to learn multiple languages, to refine their skill 
and ability, therefore making their efforts to practice using each language in different 
spaces. They also expressed their desire to use their language ability to help others by 
translating within spaces dominated by different languages. The related theme of 
resourcefulness was important to this construct. This theme pertains to the 
participant’s resourcefulness: navigating their language use in different spaces using 
tool and strategies such as technology like Google Translate, assistance from others, 
and facial and physical cues from those around them. The participants talked about 
gauging other people’s facial expressions and gestures to interpret whether they were 
okay with their use of an alternative language within certain shared spaces; if the 
individuals disapproved; or if the individuals observing them were proud, envious, and 
encouraging of their multilingual abilities.  
 The third and final construct was Language as Identity. This final construct ties 
together the importance of EB student’s language use and its ties to their identities - 
both as multilingual and multicultural people and as individuals. This contains the 
essence of how participants navigated their language use in different spaces and with 
different people, as well as the messages they receive about their language use, - 
messages that really matter to them and affect how they feel about who they are.  
This construct along with the other two converge to address the third and final 
research question: “In what ways do social and political systems impact how EB Cape 
Verdean middle school students name, understand, and navigate within and among 
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their different social worlds or borderlands?” The participants described their different 
social spaces and worlds, the language expectations of each, and their navigation of 
these spaces. This third construct looks at how the social and political systems affect 
and impact them - both as they navigate these spaces, as well as how they are 
impacted and affected as individuals throughout these processes.  
This third construct included the repeating theme; More Than a “Habit” which 
refers to participants’ multilingualism, their ability to translanguage and critiques the 
assumption that translanguageing is negative and accidental. The participants’ ability 
to both think and speak in translanguaging ways is a part of who they are, a 
representation of their ability to think, process and produce language in a multitude of 
ways. This construct also included the repeating theme Language as a Cultural 
Identity, which encompasses their personal and cultural ties to their language as part of 
their identity. The participants discussed their fear or losing their Creole language 
abilities and feeling that in doing so they lose their connection to their home country, 
memories there, and their ability to communicate and connect with family and friends 
who share that language.  
The participants also discussed how their ability to translate for their family, 
friends and community members is both something they are proud and happy to be 
able to do, while also being a source of pressure and stress when the content to be 
translate is too beyond their years to really understanding or speak about. This stress 
can also be caused by fear that they may not be able to protect those for whom they 
are speaking, insecurity that cannot prevent their family from being taken advantage 
of, or anxiety that they may be misrepresenting important information - information 
 151 
 
that, for the young student translating, is just beyond their experience or maturity (i.e., 
dealing with bills, doctors, and automobile mechanics).  
As stated in the theoretical framework for this study (p. 15) and according to 
the critical constructivist frame, the world, the people in it, and the knowledge people 
possess are all socially and historically constructed (Kincheloe, 2005). The findings of 
this study show that the participants’ different social worlds and separate spaces are 
constructed in social and historical ways as they make connections. In schools, most 
spaces are English language dominant: Participants knew this because they received 
messages about the superiority of the English language in those spaces. These 
messages shaped their social and academic experiences. Likewise, their shared home 
and cultural spaces are more Cape Verdean Creole dominant, and they knew this 
because of the messages they receive as well as the connections they make in these 
spaces, which are primarily to their dominant Cape Verdean culture and language.   
Likewise, people’s knowledge about how they navigate these spaces and their 
language use within them is also socially and historically constructed. The participants 
described how messages of encouragement about their multilingualism, as well as 
their own pride and validation of their multilingualism helped them to know when, 
where, and with whom they were safe to use certain language or to translanguage. 
These messages and feelings of encouragement or censure also helped them to draw 
on tools and resources (i.e., facial and physical cues) which participants used to 
navigate their langue choices in and between different spaces and groups of people.  
Individuals’ identities and sense of connections to social, cultural, and 
linguistic groups are also socially and historically constructed through connections one 
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feels to others. The findings of this study also showed that sense of identity is closely 
connected to language, which participants described as “more than a habit” and even 
as being “my own words.” Language for the participants is a way to connect with their 
family and culture, and, if lost, can also represent a loss of connection with that culture 
and even members of their own family and community with whom they may no longer 
be able to communicate. This separation from cultural, familial, and linguistic groups 
also connects with Anzaldúa’s theory of borderlands. The participants feel that they 
are being separated from their Cape Verdean culture, heritage and language at the cost 
of gaining English and the more “American” dominant culture. They are being 
separated from their Cape Verdean identity because they are learning English. At the 
same time however, they feel they are not truly seen as American because they will 
never be fully accepted by or connected to that dominant cultural and linguistic group. 
Instead they occupy this borderland, the psychological space between their home and 
native language culture and the American language and culture, not feeling they are 
made whole. They are not a full member of either culture or space.   
Implications  
 
My research elicited the perspectives of nine middle school EB students, which 
lead me to deeper understanding of their experience as they navigate competing 
expectations in school and home settings. These perspectives shed light on not only 
individual experiences but also unveiled the large effect school programs, from the top 
down (administration to teachers to students) have on the EB students. It has become 
very clear through both my data collection, and the analysis of the data, that the 
program and language policies of the building were having a significant trickle-down 
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effect on the students and their language use. We cannot control the outside world 
(i.e., the messages our students are bombarded with on a daily basis from the media, 
news, social media, community members). We are, however, able to have some say in 
our own schools and classrooms. We as educators, both teachers and administrators 
have a responsibility to provide all of our students a safe and effective learning 
environment in which to attend class, learn, and grow both academically and socially 
in supportive spaces. This responsibility includes educating students with various and 
diverse abilities while also supporting their individual identities and always respecting 
everyone’s backgrounds and culture. Specifically, this study stresses the importance of 
respecting and embracing students’ multilingual and multicultural backgrounds and 
creating a school culture that resists the dominant Americanized “English only” 
ideology. Rather than perpetuating language domination, school leaders need to 
intentionally secure school curriculum and encourage teachers to support the 
multilingual abilities of EB students, making sure they are given appropriate spaces 
and freedoms to practice their multilingualism.  
These beliefs are not absorbed over night, however. They are not internalized 
simply because one is told to do so. Just as students need encouragement and support 
to foster growth mindsets, so do teachers and administrators (Dweck, 2006). These 
ideas about valuing and fostering EB students’ multilingualism need to be adopted and 
embraced first by department heads and administrators. Time and strategic efforts 
needs to be invested into integrating these inclusive and supportive multilingual 
policies into curriculum and educational praxis. Let me be clear: The issues uncovered 
by this study will not be solved by tacking up a multicultural or multilingual poster in 
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the office. Embracing multilingualism within a school requires careful thought and 
planning, asking oneself what parents and community members see upon arrival at 
school that conveys welcome to those not able to read the English signage. How will 
speakers of languages other than English be received at the school’s office, who will 
greet them and how? If there is no-one in the immediate office to assist parents and 
guardians with translation, how can we welcome and assist them, what steps will be 
taken? These are only the very initial and minor steps one must immediately consider 
to begin to feel some sense of what parents, community members and most 
importantly students feel upon arrival at a U.S. school. After the initial arrival, things 
only get more complicated, as many families navigate an unfamiliar complex system.  
 The ideological shift from an “English Only” language policy to a more 
inclusive and supportive multilingual and Emergent Bilingual language policy within 
a school needs to begin with the full support of district and school administrators. As 
administrators need to be are trained and educated on these language policies and 
more supportive language philosophies, the teachers need also need similar training 
and professional development. The professional development needs to go beyond the 
ESL (English as a Second Language) and SEI (Sheltered English Instruction, content 
teachers working with EB students) teachers, these being the faculty who work with 
EB students the most. Professional development needs to extend to all teachers and 
staff; everyone needs to explicitly be trained and taught these multilingual strategies 
they should use as they interact with EB and multilingual students. 
In short, the creation of a multilingual culture requires participant buy in; it 
does not happen simply by osmosis and will not be acted upon unless the pedagogical 
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and social priorities are truly understood, embraced and most importantly, followed up 
on. By this I mean administrators need to not only set examples and expectations for 
teacher participation in these democratic practices, but also be eyes and ears 
throughout the building – encouraging successful implementation of strategies and 
activities, as well as noting and addressing linguistic discrimination. The creation of a 
linguistic democracy might also include the pairing of staff to help support one 
another through implementation of lessons and strategies, which may be less familiar 
to others. This can be done through observations, common planning, and, again, 
additional training.  
Creating clear language expectations for both staff and students is another 
important way to help ensure that students are working toward reaching their goals of 
English language acquisition, while also fostering their multilingual abilities and 
identities. This can be done by creating expectations for both staff and students about 
when it is appropriate for students to speak different languages freely, such as lunch, 
the halls in passing time, before and after school, and specified class times; as well as 
when the target language use should be English, such as in their academic content 
classes. This does not mean that it is acceptable to call these classes or spaces “English 
Only”; rather, the expectation needs to be that the students target languages in these 
spaces is English, along with clear and explicit rationales for this expectation. 
Teachers will benefit from support and training as they plan to communicate these 
expectations in ways that are not misconstrued as “This is America; speak English.” 
Instead, teachers can discuss with students why the target language in these spaces is 
English - largely because their academic successes in these classes, and in their future 
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schooling in the US will be measured by their successful understanding and use of 
academic English (Delpit, 1995).  
Taking the creation of a linguistic democracy in schools a step further, 
encouraging multilingual students to maintain and continue to develop their other 
language abilities is crucial. When in classrooms where the target language is English, 
teachers and administrators alike need to leverage positive reminders for students to 
use their English, and to remind students as to the rationale. This would be in start 
contrast to the damaging messages the participants reported. Preparing them with 
phrases like “Okay, lets remember this is our space to practice our English; lets try do 
that.” Or “Remember, we want to practice out English here; can I help you with that?” 
or “Sounds interesting, can we try it in English please? We want to practice here, can I 
help you?” These are just a very few small ways of reminding students that the 
expectation to speak English is about their English language practice and 
development, not that the teacher is belittling or devaluing their multilingual abilities.  
These and many other tips and strategies can help to lessen the burden, 
discomfort, and the conflict many teachers and students feel when they may otherwise 
be confronted with “English Only” notions. It is a very initial step towards beginning 
to develop a language democracy within a school. These simple phrases can put both 
the teachers and EB students more at ease when redirecting student’s language use, 
rather than creating confrontation or conflict by belittling student’s linguistic abilities.  
From there, much more training and work must be done to develop a linguistically 
democratic school environment.  
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A Tale of Two Schools: Future Research 
As this study progressed, I realized that much of the negative sentiment 
students were hearing and feeling in school pertaining to their language use most 
likely stems from the faculty’s (and other student’s) lack of knowledge and 
understanding, combined with insecurity and discomfort. This began to make sense as 
I further considered the lack of preparation, training and support for both the 
administrators and teachers when the ESL program began at Clarkston in September 
of 2011. This was also my first year at the school, as a first year ESL teacher in a 
school that had never previously had an ESL program.  
The principal at the time was told by the school administration that Clarkston 
would be starting a new ESL program to accommodate an overflow of the current 
Cape Verdean and Portuguese ESL program, which had previously only been one 
program at Eagleton Middle School, a neighboring middle school in the district. Two 
of the would-be ESL teachers, along with the other SEI content teachers, were current 
Clarkston teachers who were given two choices at the end of the previous school year: 
either take and pass the ESL test so that they could stay and teach in the ESL and SEI 
program or be moved to another school elsewhere in the district to make room for 
other teachers in this new program. None of those teachers had prior experience or 
training working with EB students, but they all took and successfully passed the ESL 
test and were able to stay at Clarkston.  
In addition, two math teachers were hired who would complete their SEI 
endorsement later. I was the only ESL teacher hired new to the school, and the only 
one who had experience working with EB students, as well as a graduate degree in 
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Applied Linguistics and ESL. The principal of Clarkston was given some sets of ESL 
textbooks, a curriculum, and the new EB students: No training, no additional support 
or resources for the administration, no training for teachers or support staff, or 
preparation for the preexisting students. The only additional support provided to the 
building was one parent liaison who was split between two schools, meaning he was in 
the school building typically 2-3 times a week, when he was not performing the same 
job and duties in the other neighboring Eagleton Middle School. We also had the help 
and support of Mrs. Nory Harris, an extremely accomplished former ESL teacher and 
current language acquisition coach, who was also divided among the district’s seven 
different middle schools. She to provided support in numerous and various capacities 
to all middle school ESL, SEI and bilingual teachers and staff.  
There was no intervention for Clarkston, considering it was embarking on their 
very first year of a brand-new ESL program, in a building and with a staff and 
administration with next to no experience with an EB population. Thus, lack of 
knowledge, understanding and resources lead to overwhelming feelings of fear, 
frustration, and even resentment. As years progressed, so did many of these feelings, 
often trickling down and among the teachers and students. Some teachers and 
administrators tried to welcome students and show kindness; some went out of their 
way to try to learn about the students and their backgrounds and cultures. Such is the 
nature of great teachers, to try to problem solve and learn when and where they can.  
Since the data collection for this study was finished, a new school year has 
started, at which time I was assigned to teach ESL in the neighboring Eagleton Middle 
School. This school had the original ESL program for the district’s Cape Verdean and 
 159 
 
Portuguese speaking EB students. The culture and climate of this school is very 
different with regards to the ESL and EB students. Eagleton has had the program for 
many years, and the principal explained to me that the school was designed around 
including this program from day one. The current principal also makes inclusion of all 
students, (including all populations such as special education students, students with 
different abilities, students from all various communities, including the multicultural 
and multilingual students) a top priority. The language itself used to discuss students is 
specifically different; she is sure to refer to “our kids,” “all our students,” and the 
“Eagleton family.” Never does she say “those kids” or “your kids.” As this language 
would suggest, this principal is very supportive of EB students and of their developing 
multilingualism and multiculturalism. 
 Her messages are heard loud and clear and resonate with the majority of the 
staff. You can regularly hear students speaking different languages in the halls, 
cafeteria, and outside before and after school, as well as in certain classes. You can 
also hear teachers and students saying “Bom dia” (i.e., Good morning) and other 
phrases in different languages. You do not hear teachers telling students to “Speak 
English” or “This is America.” I am confident that if you did, the principal would not 
hesitate to have a professional and constructive conversation with those individuals 
about language use and expectations. AS a result, I would describe my newly assigned 
school as inclusive and affirming – there is a broader buy-in of democratic practices 
and acknowledgement of the value of students from diverse backgrounds and with 
diverse abilities.  
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I feel that if I had completed the same study in this school, much of the 
dialogue from the data would be different. This supposition is due not only to kinder 
words used with regards to EB students and language use, but also due to the time and 
attention the administration in this school gives to creating and fostering positive 
inclusive environments for both their staff and students. There is ongoing support and 
outreach - not only teachers, but also for students and families of multilingual 
students.  
There is even a partnership between this middle school and a neighboring 
university, which helps to provide positive opportunities for all students within the 
school. Some opportunities are specifically geared toward supporting the EB students. 
For example, the University has helped to sent some of their multilingual 
undergraduate students as well as multilingual professors, to speak with our EB 
students about college, careers, and how their multilingualism has played an important 
role in their lives and the opportunities available to them.  
Having the experience of working in both these schools I see the marked 
difference the emphasis on inclusion and supports makes for everyone at the school; 
students and staff alike. 
Clarkston was not equipped or prepared adequately for the addition on the ESL 
program and all that it entailed. The principal had told me that as far as having an ESL 
program: he had no idea how much he did not know, with regards to what was needed 
for a successful program. He was not trained, educated or prepared, none of the 
administrative team was. The administrators were not prepared or educated about the 
needs of EB students and families, nor were the teachers prepared or educated about 
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EB students, or the contributions they can make to the classroom and the school. 
Likewise, the students themselves were not prepared for this incoming group of 
students, many of whom they viewed as being different. Instead of a transition, the 
addition of the program as well as the teachers and students were seen more as an 
invasion than an expansion of the school community by both the faculty and the staff, 
and preexisting Clarkston students.  
I hope, therefore, that this study will lead to future research into integration of 
ESL and other programs, as well as development of linguistic democracies in schools. 
A future comparative study exploring attitudes of monolingual English students 
towards emergent bilingual students within two separate school settings such as 
Clarkston and Eagleton could shed more light on successfully integrating ESL and 
bilingual programs. Also, an action research study with professional development 
teams for teachers and administrators would shed more light on developing linguistic 
democracies in schools. Hopefully some of the perspectives provided by the 
participants of this study will help to inform some future decisions made regarding 
programing and policy pertaining to EB students and programs.  
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APPENDICES 
Appendix A: Student Survey 
 
Name: ________________________________________ 
 
Directions: First, I’d like to thank you for taking the time to fill out this survey! This 
survey is designed to help prepare for focus group discussions. Feel free to ask me to 
clarify or explain any of these questions. I can also answer other questions you may 
have about this study. If you do not feel comfortable or do not wish to answer any 
questions you may feel free to leave them blank and go on. *NOTE this survey, 
along with the rest of the study has nothing to do with your grades in my class or 
any other. The purpose of this study is for teachers like me, along with other school 
personnel, and researchers to better understand the experiences of multilingual 
students like you! Please answer each of the following questions.  
 
1. How old are you? ______________________________________ 
 
2. How would you describe your race - ethnicity? Check all that apply, and feel 
free to         
     add your own additional identities with other. 
  
- Black _______   -White _______  - Cape Verdean_______ 
-American _______  -Asian _______  - Native American ______ 
- Portuguese ______  -Hispanic _______  - Pacific Islander _______ 
- African _________  -Other________________________________________ 
 
3. What languages do you speak?  
 
_______________________________________________________________ 
 
4. In which languages do you read?  
 
______________________________________________________________ 
 
5. In which languages do you write? 
 
 _____________________________________________________________ 
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6. Did you attend any other schools in this district (town) before this middle school? 
 
Circle:  Yes   -or-    No 
 
- If yes, for how many years? 
____________________________________________________________
____________________________________________________________
____________________________________________________________ 
7. When you are home, which languages do you find yourself speaking the most 
with the adults there? 
 
_______________________________________________________________
_______________________________________________________________
_______________________________________________________________ 
8. Which languages do you speak most with your family members? 
 
_______________________________________________________________
_______________________________________________________________ 
_______________________________________________________________ 
9. When you speak on the phone at home with friends from school, which 
languages would you say you use the most? Do you mix more than one? 
 
_______________________________________________________________
_______________________________________________________________
_______________________________________________________________
_______________________________________________________________ 
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10.  Before first period starts in the morning, which languages do you find yourself  
speaking most with your friends?  
 
_______________________________________________________________
_______________________________________________________________
_______________________________________________________________
_______________________________________________________________ 
 
11. Are most of these friends you are speaking with also multilingual also?  
     Circle:  Yes -or-  No 
 
           - If yes, which languages do they also speak?  
____________________________________________________________
____________________________________________________________
____________________________________________________________ 
12. When you are in classes with both multilingual and monolingual students such as 
Gym, Art, Tech ed. and Music, do you find yourself speaking with mostly 
multilingual or monolingual students?  
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
 
*Remember* 
- Monolingual = (Non-bilingual) means someone who only speaks one language. 
- Bilingual = means someone who speaks two languages. (ex. English and Creole). 
- Multilingual = means someone who speaks multiple languages, more than one or      
   two. For example someone who speaks English, Creole, and Portuguese.  
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13. In these classes, if you are talking with other multilingual students who speak the 
same languages as you, which languages do you find you are usually using to speak 
with them? At these times do you feel pressure to speak (or not speak) a certain 
language? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
 
14. At lunch do you usually sit with other multilingual students, monolingual students, 
or both? How do you choose who to sit with?  
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
15. How do you think other students who speak only one language view (see, or feel 
about) your ability to speak multiple languages?  
 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
16. How do you think teachers and other adults working at the school who speak only 
one language view (see, or feel about) your ability to speak multiple languages? 
 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
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17. Do monolingual teachers and other adult’s or students views of your 
multilingualism ever effect they way you feel? If so could you please explain?  
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
_____________________________________________________________________ 
_____________________________________________________________________ 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 167 
 
Appendix B: Focus Group Protocol 
(Semi-Structured) 
 
Date: ___________________________________ 
Time: __________________________________ 
Site: ____________________________________ 
Participants:  
 
             _____________________________________________________________ 
 
 ______________________________________________________________ 
 
 ______________________________________________________________ 
 
 ______________________________________________________________ 
 
 ______________________________________________________________ 
 
 ______________________________________________________________ 
 
 ______________________________________________________________ 
 
 ______________________________________________________________ 
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I. Introductions: 
Personal introductions 
A. Thank you all for agreeing to participate in this focus group. The purpose of 
this group discussion is to talk about some of your experiences as Emergent 
Bilingual students. The goal of this research is for teachers like me, along with 
other school personnel, and researchers to better understand the experiences of 
multilingual students like you.  
 
B. As we begin, and through out our discussion feel free to ask me any 
questions you have about the topics, to explain, or to clarify. 
 
C. If you feel more comfortable or confident at any point speaking in Creole or 
Portuguese feel free to do so. Mrs. Harris is here to help translate or clarify 
through translation if necessary. You are welcome to ask her questions as well.   
 
D. Discussion Ground Rules: (Accountable talk moves, with which students 
are familiar) 
- There are no right or wrong answers. All thoughts and ideas are 
important.  
- Feel free to give opinions, and respect everyone else’s. 
- Please speak up, and clearly so that we may all hear. 
- Please take turns and speak one at a time. 
- I am audio recording the group discussions so that I may remember and 
reflect upon everyone’s comments. 
- These conversations are confidential. Your names will not be identified 
with any comments you make within these discussions. 
- Are there any questions? 
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II. In- Depth Questions: (Semi- Structured)  
 
Focus group session 1  
(Semi- structured questions based on data collected in surveys) 
 
1. Which language do you find you speak most at home? 
2. Which language do you speak most in the morning when you are visiting 
with friends before your first period class? 
3. Are most of your friends in your classes also multilingual CV Creole 
speakers? 
4. When you are in classes with both multilingual and monolingual students 
such as Art, P.E. (Gym), Music, Tech ed., or at lunch, do you find that you 
stick with students from one language group or another? 
(How do you choose? Do you ever feel pressure to be with one group 
over another?) 
5. Do you see your ability to speak more than one language as a skill or 
strength? 
(In what ways? How can it be a benefit?) 
 
Focus group session 2 
(Semi-structured questions based on data from first group session) 
  
1. When you are with particular groups of people in school, do you ever 
feel pressure to use a certain language? 
(Do you feel pressure from other students or adults at school?) 
2. When you are with certain groups of people in school do you ever feel 
pressure not to    
speak a certain language? 
(If so, does this pressure come from other students or adults?) 
3. When you are speaking with a friend that you know understand and 
speaks Creole for example, do you ever feel the need to speak English 
with them instead? Can you think of any example or reasons?  
4. Can you tell me if anyone has ever made you feel like you could not, or 
should not use a particular language? If so, can you explain that 
situation and what happened?  
5. How do you think other monolingual teachers or students feel about 
your ability to speak more than one language? 
(How does it make you feel?)  
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Appendix C: Observation Protocol 
(Semi- structured) 
Observation #: ________ 
Date: _______________ 
Time: ______________ 
Setting: _____________ 
- Thick description of environment/ setting: (sketch) 
 
 
- Observations of environment: 
 
 
- Student/ student interactions: 
 
 
- Student/ researcher interactions: 
 
 
- Student/ school personnel interactions: 
 
 
- Language observations:
  
 
Appendix D: Code Description Chart 
Code Description 
Facial Cues/ Physical Observing facial and physical cues from others, which are 
read as indicators of their feelings toward participants’ 
language use 
Talkin’ Bad Assumptions someone is saying something bad, 
inappropriate, or mean in another language 
Humor Using a specific language (words) for humor, which may not 
translate to another language 
Loss for Words Searching for equivalent words/ terms or phrases in a target 
language, which one knows but struggles to remember when 
translating from one language to another  
English Only Messages or directives given by others to speakers of other 
languages, to speak only English in a particular space or time 
My Own Words Expressing desire to speak language freely, on one’s own 
terms as one sees fit or feels comfortable 
Forgetting  Fear of forgetting one’s first language, as well as one’s 
internal connection to that culture, identity, community, and 
family 
Helping Expressing desire and joy found in using multilanguage 
abilities to help and assist others 
Tools/ Strategies Using tools and strategies to assist with translation when one 
is struggling to explain, express, understand, or communicate 
in another target language  
Positive messages Messages one receives from others about the benefits of being 
multilingual, support for students and their multilingual skills 
and abilities.  
Translation Stress Stress, fear, concern, or anxiety one feels due to pressure to 
translate accurately and well for family, friends, community 
and loved ones.  
Wanting to learn Expressing the desire to learn and further develop language 
and multilingualism 
Annoyed One’s perceptions of others being “annoyed” or “frustrated” 
with the individual’s multilingualism or use of another 
language 
Self affirming Expression of one’s own beliefs in the value and importance 
of their multilingualism 
Creole Only  Messages from others to speak only Cape Verdean Creole in a 
specific space or time, in the presence of particular 
individuals  
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